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ABSTRACT

Thompson, Matthew J. An Inquiry into the Internationally Minded Curriculum. Published
Doctor of Education dissertation, University of Northern Colorado, 2019.

This qualitative curriculum study was an inquiry into the development,
application, and assessment of a curriculum for international mindedness in an
International Baccalaureate Primary Years Programme school. The participants included
one teacher and 11 students. The influence of teacher beliefs, intentions, and actions
regarding international mindedness; student perceptions of the curricular activities; and
possible implications for international mindedness in U.S. schools in general were of
particular interest to this study. I used Eisner’s (1994b) educational connoisseurship and
criticism methodology and two additional frameworks: Eisner’s (1988) ecology of
schooling and Uhrmacher, McConnell Moroye, and Flinders’ (2017) instructional arc to
explore planning for, teaching about, and assessing an international mindedness unit of
inquiry. This process led to identifying four themes: passion, intentionality, modeling,
and reflection, as well as the development of a tool for others to further explore becoming
internationally minded for themselves or with others. Implications could influence future
hiring practices and professional development practices by asking higher-order questions
through a framework of the what, the how, and the why. A consideration of these
questions helped inform the creation of a tool for reflective practice.
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CHAPTER I
INTRODUCTION
Schools today do try to teach something about other cultures, and they often try to
promote global awareness. . . . In an era when we almost never hear honest debate
in politics, our children must learn how to evaluate their national history and how
to use what they learn about history to reflect on current affairs. . . . I reject the
notion that formal study of history will make better citizens or policy makers who
will not repeat the mistakes of the past. What children need to learn is how to
sympathize and empathize with other people and to understand their own
inclinations toward cruelty and violence. (Noddings, 2005b, pp. 54-55)
Noddings' (2005b) reflection on promoting global awareness, together with the
contentious political climate and the need for cultivating empathetic and reflective
learners, is as relevant for education today as in past decades. Noddings, a leading
educational philosopher, promoted the inclusion of international mindedness in the
school curricula in order for people to know themselves and others better in the context
of their world. While there are many ways to describe international awareness, the
International Baccalaureate Organization (IBO) describes international mindedness as
"an openness to and curiosity about the world and people of other cultures, and a striving
towards a profound level of understanding of the complexity and diversity of human
interactions" (Hill, 2013, p. 9). In an age when nationalist and isolationist tensions inform
most U.S. media headlines, I believe educators must establish a balance between
competition and the individual and compassion and interconnectedness. Both Noddings
and the IBO seek to meet this end by fostering international mindedness in students:
Noddings through the promotion of care and compassion, and the IBO through the
application of its ten learner profile attributes.
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As the principal of an International Baccalaureate (IB) Primary Years Programme
school, I strive to foster a culture of international mindedness at my school. Therefore, it
was imperative to explore how to improve fulfilling the IB Mission. This desire to know
led me to identify a gap in research related to understanding international mindedness
development within the IB Primary Years Programme. Currently, much research has
been aimed at the well-established IB Diploma Programme and Middle Years
Programme, and many interpretive models exist for how one might evaluate international
mindedness in a quantitative sense (Bennett, 2004; Hett, 1993; Hammer, 2008; Hayden &
Thompson, 1997). There is disagreement (Hayden, 2006), however, about what
international mindedness means and how international mindedness is best developed in
students (International Baccalaureate Organization [IBO], 2013, April). This problem
impacts students, teachers, parents, and academics because having unclear aims makes it
difficult to know to what extent learners are achieving the IB mission. Many possible
factors contribute to this problem, such as clarity in understanding international
mindedness, the evolving aims of IB, the multiple and varied contexts of international
schools, and conflicting eastern and western values.
Although many factors contribute to international mindedness, I am particularly
interested in understanding how teacher beliefs and experiences, curriculum design,
implementation, and the school ecology influence student perception of being
internationally minded. Through the present study I sought to add to the body of
knowledge needed to address this problem at the Primary Years Programme level by
providing a qualitative framework through which to evaluate planning, teaching, and
assessing for the development of international mindedness.
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Study Rationale
The purpose of this qualitative research study was to explore how to improve
education for international mindedness. I sought to identify what teacher qualities are
revealed and what qualities are concealed through an international mindedness
curriculum study at an IB Primary Years Programme school (Eisner, 1994a). This process
also considered the relationship between international mindedness development and the
ecology of the school. In other words, how does a focus on international mindedness
influence curriculum, pedagogy, school structure, evaluation, and intention? For this
study, I define international mindedness development as fostering personal awareness of
self-expression, world view, and the interconnectedness of human interactions with openmindedness, empathy and curiosity. In this study I explored Eisner’s (1988) school
ecology as a lens to evaluate school environments through the qualitative research
method of educational connoisseurship and criticism (Eisner, 1991, 1994b), which is
simply referred to as educational criticism in this study. I also employed Urhmacher,
McConnell Moroye, and Flinders’ (2017) instructional arc to frame the design of this
curriculum study.
Simply put, how successful is a Primary Years Programme institution in
achieving its primary goal: the development of international mindedness in its learners
through the application of the IB learner profile? As a result, I have identified some
considerations for how international mindedness is developed in students through a
curriculum study. The findings from this study provide a framework for students,
practitioners, and institutions wishing to better develop international mindedness.
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Research Questions
Four research questions guided this study:
Q1

What does an International Baccalaureate teacher believe about
international mindedness in herself and in her students?

Q2

How do her beliefs inform her planning and implementation of the
internationally minded curriculum?

Q3

How do students perceive the curricular activities intended to help them
develop international mindedness?

Q4

What is the significance of international mindedness for U.S. schools in
general?

The purpose and development of each question are explained below:
Research Question One
Q1

What does an International Baccalaureate teacher believe about
international mindedness in herself and in her students?

By posing this question, I sought to understand how a teacher’s beliefs and
intentions reveal or conceal their own international mindedness. I explored teacher beliefs
and intentions by identifying themes (Eisner, 1991) regarding the “instructional arc,” as
described by Uhrmacher et al. (2017). The three questions in the instructional arc are
“What does the teacher desire/plan to happen? What actually happens? What did the
students learn/experience?” (p. 24). I also sought to determine teacher competence in
international mindedness through multiple methods, including informal participant
interviews, classroom observations, and the collection of school artifacts.
Research Question Two
Q2

How do her beliefs inform her planning and implementation of the
internationally minded curriculum?
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The purpose of this question is to understand how a teacher’s beliefs and
intentions influence the development of the first two aspects of the instructional arc: the
intended and operational curricula (Uhrmacher et al., 2017) while also being responsive
to Fantini's (2005) call to "observing how one performs" (as cited in Taylor, 2014, p. 26).
Through the lens of an educational critic, I intended to identify the known and unknown,
complex and subtle connections that inform preparations and practice in teaching (Eisner,
1988). This process is improved through understanding the intentions of internationallyminded IB educators and observing how those intentions are operationalized in the
curriculum and pedagogy. Pedagogical examples could include, learning by doing,
context-based learning, and incidental learning (Sharples et al., 2015).
Research Question Three
Q3

How do students perceive the curricular activities intended to help them
develop international mindedness?

The intent of this question is to appraise the third aspect of the instructional arc:
the received curriculum (Uhrmacher et al., 2017). I sought to answer this question by
collecting data from informal participant interviews, classroom observations, and school
artifacts. Additionally, I sought to evaluate how the students perceive the classroom
experience (Dewey, 1938; IBO, 2016b; Lincoln, 2005; Thompson, 1998) influenced their
being (or not being) internationally minded. This evaluation includes both prior
experience as well as gained experience related to the international mindedness
curriculum. In short, is the experience educative or mis-educative, as described through
Dewey’s (1938) criteria for educative experience?
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Research Question Four
Q4

What is the significance of international mindedness for U.S. schools in
general?

By posing this question, I sought to determine how to improve education for
international mindedness. I was curious what the implications of teaching for
international mindedness in a Primary Years Programme school are for public K-12
schools in general. Specifically, how can teacher actions prepare students to interact in a
global society? Additionally, how does international mindedness influence the ecology of
schooling? Answering these questions and exploring the connections between the
intended, operational, and received curricula helped me to understand some relationships
between the participants, the school ecology, and local context within the larger context
of informing U.S. public educational options.
International Baccalaureate and
International Mindedness
The IBO was founded in Geneva, Switzerland, in 1968 as a non-profit educational
organization (Resnik, 2012), servicing a globally mobile, and arguably elitist, clientele
(Cambridge & Thompson, 2004). The IBO developed its Diploma Programme in the
same year to "provide a challenging and comprehensive education that would enable
students to understand and manage the complexities of our world and provide them with
skills and attitudes for taking responsible action in the future" (International
Baccalaureate [IB], 2013, p. 1). As the programme grew and evolved, going from a few
dozen Diploma Programme schools world-wide in 1978 to over 3,000 schools in 2010
(Resnik, 2012), IB introduced the Middle Years Programme in 1994, the Primary Years
Programme in 1997, and the Career-related Certificate Programme in 2012 (IB, 2013b,
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March). Collectively, these four programmes, which span pre-kindergarten through grade
twelve, are referred to as the IB Continuum. IB has a 40-year history of practical
experience and extensive research in international education with nearly one-third of its
programmes existing in the public school setting in the U.S. alone—a far cry from its
historically “globally mobile clientele” (IB, 2013b, March). This shift is significant
because the IB reputation is one of historically catering to Western elites (Hill, 2012);
however, this statistic now demonstrates that its constructivist, student-initiated, inquirybased programmes also appeal to middle-class America.
The IB mission and values have helped promote a student-centered education that
is promulgated across the IB Continuum through the application of the IB learner profile.
The primary objective on all four IB programmes is to develop the values of
internationally-minded students found in its mission statement:
The International Baccalaureate aims to develop inquiring, knowledgeable, and
caring young people who help to create a better and more peaceful world through
intercultural understanding and respect. . . . These programmes encourage
students across the world to become active, compassionate, and lifelong learners
who understand that other people, with their differences, can also be right. (IBO,
2016b)
The IB learner profile is a statement of ten characteristics, or attributes, derived from the
IB mission statement to promote international mindedness in students (IBO, 2016a;
Wells, 2011). Further informed by the following values, "an IB education centers on
learners, develops effective approaches to teaching and learning, works within global
contexts, and explores significant content" (IB, 2013b, March, p. 1). According to the
IBO, the learner profile attributes represent its “mission statement in action”:
Inquirers. We nurture our natural curiosity, developing the skills for inquiry and
research. We know how to learn independently and with others. We learn
through enthusiasm and sustain our love of learning throughout life.
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Knowledgeable. We develop and use conceptual understanding, exploring
knowledge across a range of disciplines. We engage with issues and ideas
that have local and global significance.
Thinkers. We use critical and creative thinking skills to analyse and take
responsible action on complex problems. We exercise initiative in making
reasoned, ethical decisions.
Communicators. We express ourselves confidently and creatively in more than
one language and in many ways. We collaborate effectively, listening
carefully to the perspectives of other individuals and groups.
Principled. We act with integrity and honesty, with a strong sense of fairness and
justice, and with respect for the dignity and rights of people everywhere.
We take responsibility for our actions and their consequences.
Open-minded. We critically appreciate our own cultures and personal histories, as
well as the values and traditions of others. We seek and evaluate a range
of points of view, and we are willing to grow from the experience.
Caring. We show empathy, compassion and respect. We have a commitment to
service, and we act to make a positive difference in the lives of others and
in the world around us.
Risk-takers. We approach uncertainty with forethought and determination; we
work independently and cooperatively to explore new ideas and
innovative strategies. We are resourceful and resilient in the face of
challenges and change.
Balanced. We understand the importance balancing different aspects of our
lives—intellectual, physical and emotional—to achieve personal wellbeing for ourselves and others. We recognize our interdependence with
other people and with the world in which we live.
Reflective. We thoughtfully consider the world and our own ideas and experience.
We work to understand our strengths and weaknesses in order to support
our learning and personal development. (IBO, 2016a)
To reiterate, the mission of the IB is to develop internationally-minded students through
the application of the IB learner profile attributes. Although the inclusion of these
attributes in teaching and learning processes is required in all four levels of the IB
continuum, the ways and means of instilling these attributes in IB students is not
explicitly articulated. Given the implicit nature of this element of the curriculum and the
way teacher experiences influence curriculum, there is a need for further study of the
relationship between the IB learner profile and teacher beliefs, values and practices.
Moreover, IB Primary Years Programme education is relatively new, and there is
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growing, yet limited, research pertaining to the successful development of students as
internationally minded individuals.
International Mindedness
Curriculum Development
Many challenges exist in identifying how to best develop international
mindedness, including the use of the term international mindedness, a gap in existing
literature regarding how to best foster international mindedness in primary-aged students,
and the absence of a dynamic, qualitative model of international mindedness curriculum
evaluation. First, the understanding and use of the term international mindedness is broad
and often open to local interpretation. As Cambridge and Thompson (2004) identified,
"Schools that offer international education appear to be heterogeneous because each
reconciliation is unique to the historical, geographical, and economic circumstances of
each institution" (p. 173). Clarity is needed in better understanding international
mindedness in multiple contexts. In Chapter Two, I will address a deeper exploration of
the relationship between and evolution of terms such as educational cosmopolitanism,
global mindedness, global competence, global interconnectedness, global citizenship
education, globalization versus internationalization, intercultural understanding,
international mindedness, and world mindedness.
Second, although much research exists in promoting international mindedness in
administrators, teachers, and pre-service teachers (Belal, 2015; Bennett, Cornwell, AlLail, & Schenck, 2012; Black & Bernardes, 2014; Carano, 2010; Cardenuto, 2015; Cui,
2016; Fitzgerald, 2015; Lewis, 2015; Quaynor, 2015; Ryan, Heineke, & Steindam, 2014;
Slough-Kuss, 2014; Sutherland, 2015; Taylor, 2014), there is a gap in the literature
regarding the promotion of international mindedness in students. Further, many others
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(Belal, 2015; Bunnell, 2011; Condon, 2014; Fitzgerald, 2015; Hill & Saxton, 2014;
Landers, 2015; LaPine, 2014; Libbey, 2016; Quaynor, 2015; Singh & Qi, 2013; Thier,
2013) identified or conducted IB-related research that focused on the secondary-level age
groups of the Diploma Programme or Middle Years Programme and recommended that
more research is needed at the elementary-level Primary Years Programme and on the
effective evaluation of what it means to be internationally minded. The IB Primary Years
Programme focus is primarily on developing international mindedness in students.
International mindedness sits at the core beliefs of IB and is generally transferred to
students through the development of the IB learner profile attributes. The IB Learner
Profile in Review encouraged “further reflection on how to assess the impact of the
learner profile on IB World Schools and IB learners that sensitively accounts for a broad
variety of educational contexts, a wide range of human development and multiple
interpretations of key attitudes/values/dispositions” (IBO, 2013, April, p. 14).
Additionally, studies on teacher beliefs and values in international education, and many
within IB programmes, establish the need for further inquiry into international
mindedness curriculum development (Lincoln, 2005; Milson & Mehlig, 2002; Pajares,
1992; Thompson, 1998; Wells, 2011). Lincoln (2005) identified that personal experiences
significantly influence to what one attributes his or her beliefs and values. Calling for
further study of the relationship between beliefs and practice, Milson and Mehlig (2002)
suggested that personal educational background may impact teachers’ self-efficacy
beliefs regarding the implementation of values education. Pajares (1992) determined that
teacher beliefs are often established early in life, tend to be deeply entrenched, and may
affect their instructional practice. Thompson (1998) found that stakeholders 'bring [their
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own experiences] to the institution from their personal cultures and histories' (p. 288, as
cited in Slough-Kuss, 2014, p. 220). Wells (2011) cited the need to investigate what IB
teachers value and the relevance of the learner profile. Lineham (2013) also called for
research into why teachers utilize the IB mission statement in their work with students
because “the emphasis that each subject teacher places on the mission statement is open
to the individual preference of that teacher” (p. 274). Given the diverse and varied
experiences of practitioners and curriculum developers, it is unclear to what extent
ongoing professional development experience with IB philosophy influences deeper
levels of becoming internationally minded. In short, there is a significant difference
between "doing IB and being IB" (Parker, 2016). Consequently, it will be necessary for
me to observe and critique the role of the teacher as curriculum developer and
practitioner in order to tease out certain dimensions of the school ecology (Eisner, 1988).
Application of this framework will help better understand the interconnectedness of how
the “intended curriculum” and “operational curriculum” influence what the students gain
from the experience (Uhrmacher et al., 2017, p. 25).
Third, many quantitative evaluative models exist to gauge global mindedness,
intercultural competence, or international mindedness. In fact, Fantini (2005) identified
as many as 87 such “intercultural assessments” (as cited in Taylor, 2014, p. 26). Among
the best known quantitative measures are the Global-Mindedness Survey/GlobalMindedness Scale (GMS) (Hett, 1993), Intercultural Development Inventory (IDI) and
survey (Hammer, 2008), and Thompson International Model (Hayden & Thompson,
1997). Taylor (2014) explicated multiple quantitative models that define, measure, and
construct concepts such as international mindedness, intercultural sensitivity, and global

12
mindedness. Through his work, Taylor and others (Carano, 2010; Cui, 2016; SloughKuss, 2014) outlined the myriad types of measurement models (cognitive, behavioural,
motivational, meta-cognitive, experience of cultural difference, and cultural traits)
developed by others (Bennett, 2004; Hett, 1993; Hammer, 2008; Hayden & Thompson,
1997), and the need to differentiate along a continuum the variances in degrees of
intercultural understanding. Fantini (2005), however, believed that, "competence is
abstract and cannot be witnessed; consequently, it must be inferred by observing how one
performs" (as cited in Taylor, p. 26). Consequently, Taylor (2014) suggested that "any
instrument that asks questions about beliefs, values, and potential responses is not as
valid as recording an individual's specific actions" (p. 26). Regardless, human
subjectivism or constructionism (Crotty, 1998) will influence understanding international
mindedness through individually-perceived actions or through the observation of one's
behaviors and actions. Thus, a dynamic qualitative evaluation model is needed to respond
to diverse school contexts and the performance of practitioners. Educational criticism
provides a more holistic approach to exploring the interactions between the practitioner,
the learner, and the school ecology—including the subtleties of each that may otherwise
be overlooked by quantitative measures. Consequently, a flexible model of evaluation
must be utilized to determine the success of local elementary schools in developing
international mindedness in students.
Research Representation
The IB Diploma Programme has enjoyed the rich history and experience of the
International School of Geneva school since 1924 (Hill, 2012), informing a rigorous and
internationally recognized diploma, accepted at the most prestigious global universities.
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As such, there is an extensive research base surrounding the success of the Diploma
Programme in preparing students for international success in the 21st Century. The
Middle Years Programme spans grades 6-10 across the middle and high school levels in
the U.S., which has benefitted from much research as well. More recent research (Belal,
2015; Bunnell, 2011; Condon, 2014; da Costa, Hall, & Spear, 2016; Fitzgerald, 2015;
Hill & Saxton, 2014; Landers, 2015; LaPine, 2014; Libbey, 2016; Quaynor, 2015; Singh
& Qi, 2013; Thier, 2013; Wells, 2011) expressed the need for continued study at the
Primary Years Programme level on the effective evaluation of what it means to be
internationally minded. In response to Wells' (2011) call for further research into the
values and attitudes informing the IB learner profile, Bullock (2012) revealed the
following:
[Primary years] are important school years in shaping a child's development. . . .
possess(ing) a natural curiosity and appetite for risk that needs to be channelled
(sic) into the strategies for learning that will support their lifelong endeavors. . .
They evaluate their own performance using the indicators that appear to be valued
by the community. (p. 17)
This explanation poses a paradox in truly defining the values and attitudes of learners
across the diverse contexts of IB Primary Years Programme schools. Wells (2011) further
described existing IB systems of accountability at both Middle Years Programme and
Diploma Programme levels to ensure meeting the aims of an IB education. However,
Wells failed to identify systems at the Primary Years Programme level, presumably due
to a lack of related research, simply arguing that "it is not clear how these values,
attributes, ideals, aims, or learning outcomes are to be applied or reflected in actions, and
it is even less clear how the IB or schools evaluate the efficacy of their application by
students" (p. 177). Wells concluded his call for further research into "how values are
taught, the relationship between values and attitudes or behaviour, the role of members of
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the school community in promoting values, and the ways in which the acquisition of
values can be assessed" (p. 185). LaPorte (2015) also found a gap in the literature
regarding how the IB Primary Years Programme influences culturally and
socioeconomically diverse students. In all, there was clearly a gap in the literature related
to international mindedness curriculum development at the IB Primary Years Programme
level that prompted this qualitative study. As a result, I sought to help fill the gap in the
research literature by improving our understanding of how student values of international
mindedness are developed in the Primary Years Programme through planning and
implementation of a curriculum for international mindedness.
The context of this research, while it cannot address all the gaps in research on IB,
helped address a practical problem not only at my school site but many other Primary
Years Programme sites seeking to develop international mindedness in its students and
achieve the mission and vision of IB. This research was relevant to anyone seeking to
improve the effectiveness of the IB Primary Years Programme and the development of
international mindedness among its pupils and practitioners.
Introduction of the Methodology
I utilized educational criticism as my methodology for this qualitative research
study. I sought access at one school site, an IB Primary Years Programme school, which
serves students in grades kindergarten-fifth. I had one teacher participant and eleven
student participants. I interviewed the teacher participant (see Appendix B for Teacher
Interview Guide), and we co-developed a curriculum for international mindedness (see
Appendix C for Collaborative or Independent Action Studio—International Mindedness).
This resulted in the development of a six-week unit of inquiry for an art classroom of
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fifth-grade students. Classes met in a rotation of approximately every four school days.
As part of the unit, students completed a short pre-assessment answering the questions
“What does ‘international mindedness’ mean to you?” and “Of the ten learner profile
attributes, which are you currently most curious about understanding better or would like
to better exemplify? Explain your thinking.” I observed the classroom environment,
teacher, and students over the course of the six weeks, for a total of eight classroom
observations. Student participants engaged in the lessons and their Action Studio
projects, and I conducted informal interviews during their daily experiences with the
content and materials. Student participants created art projects individually or
collaboratively, and their final projects were photographed by the teacher participant.
Students reflected on the learning process and what they gained from the experience in a
written reflection sheet. I also conducted a self-interview using the interview guide as a
co-curriculum developer.
Educational Connoisseurship
and Criticism
In The Educational Imagination, Elliot Eisner (1994b) presented his method of
educational connoisseurship and criticism (educational criticism), a form of qualitative
research through artistic inquiry and evaluation. His method established the connoisseur,
an astute observer who seeks to identify subtle qualities in educational environments and
then presents these qualities through a perceptive and illuminating description of an
educational setting. He wrote, “[Connoisseurship] is essential to criticism because
without the ability to perceive what is subtle and important, criticism is likely to be
superficial or even empty" (Eisner, 1994b, p. 215). Drawing inspiration from the writing
of Dewey (1934), educational criticism is based on a model of aesthetic criticism, much
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like an art or food critic would notice the subtle qualities of the French painter Manet or
minute variations of the Spanish dessert manjar. Eisner (1994b) described
connoisseurship as "the art of appreciation" (p. 215), adding that “criticism is the art of
disclosing qualities of objects or events the connoisseur perceives” (p. 219). This is often
a difficult but not impossible process. As Eisner (1976) described:
The task of the critic is to adumbrate, suggest, imply, connote, render, rather than
to attempt to translate. In this task, metaphor and analogy, suggestion and
implication are major tools. The language of criticism, indeed its success as
criticism, is measured by the brightness of its illumination. The task of the critic is
to help us to see. (p. 141)
In the example above, I would seek to help others experience the masterpiece of Manet or
manjar through my subtle interpretation and evaluation much like the art or food critic.
Thus, educational criticism allows the researcher to collect and analyze data to develop
themes, which are used to describe, interpret, and evaluate educational experiences and
situations (Eisner, 1991). Through this study, I sought to help others see the subtleness of
the internationally-minded educator through a bright illumination.
Site Selection and Participants
In Chapter Three, I identified a local site based on it being an authorized IB
Primary Years Programme school and one in which I am invested personally. This was
my fifth year as a principal at Concord Elementary School (a pseudonym) and the fourth
year in which our school was developing and changing its school culture with its recent
adoption of the IB philosophy. Previously, I was completely unaware of any IB
programmes beyond the Diploma Programme, particularly one at the elementary level.
Since learning about IB, its philosophy, and its programmes, I learned that I have a
positive bias toward any school program promoting international peace studies.
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The idea of becoming more internationally minded and having an explicit focus
on promoting intercultural understanding and cooperation was appealing to me. I grew up
in a small, White, Midwestern, Christian community with parents and grandparents who
knowingly and unknowingly conveyed racists beliefs about those who were unlike
themselves. In my home, it was a common occurrence to hear “dumb Pollack” jokes, to
refer to an inexpensive home repair as “nigger-rigging,” or to refer to Latinos as
“wetbacks” or “beaners.” During my senior year in high school, my governmental
democracy teacher emphasized service to others, which later prompted my service in the
Peace Corps after college. My wife and I served in Bangladesh, teaching English and
learning about the Muslim and Hindi cultures of Bangladesh in 2001. It was difficult to
return to the United States and experience such fear of and hate toward Muslims in the
aftermath of September 11 and the subsequent “War on Terror.” Our experience with our
Muslim Bengali friends was much different than how Muslims were often stereotyped in
the media at that time. I realized then that people often defy stereotypes once one knows
them personally.
In pursuing this study, I applied for and received an expedited review through the
Institutional Review Board (see Appendix A) because my research involved observing
and interviewing children. I also applied for approval through the site school district
through its research request application process and was eventually approved, contingent
upon receiving Institutional Review Board approval. The site granted permission, and I
sent private e-mails to teachers within the school who were experienced with IB. One
teacher participant was identified based on her willingness to participate and her being
the most experienced IB Educator at the site. As an art teacher who saw six classes per
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day on a kindergarten through fifth grade rotation, there was an opportunity to observe
any class within this grade range. We discussed the depth to which we might expect
students to engage in the curriculum and their ability to respond in an articulate way. As a
result, a fifth grade class was selected, one which the teacher participant described as the
“most creative and well balanced.” Interviews and observations were conducted on site at
Concord Elementary in the teacher participant’s art classroom. Through an informed
consent process, eleven students in the class assented to participate in the study with
parent consent. Two groups of student participants worked collaboratively, and the
remaining eight students worked independently.
Data Collection and Analysis
As explained in more depth in Chapter Three, I visited the selected class during
its typical “specials” rotation in the art classroom, approximately every four days for a
total of eight observations over the course of six weeks. Data collection relied on a
collection of notes and observations compiled in a field journal. After conducting the
eight observations, the art teacher took pictures of the student participants’ final projects.
These were printed on photo paper in color. The teacher also organized all of the student
work artifacts including the Action Studio project hand out, international mindedness preassessment, and final project picture artifacts. These artifacts were accompanied by a
single sheet listing each student participant along with a pencil sketch by the teacher
participant of the student work with a small note in the margin “8 WOA” or eight works
of art.
In beginning the data collection process, I printed small slips of paper to organize
the participants with their selected learner profile attributes for their inquiry project. I
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placed those slips of paper on each of the small stacks of the participant artifacts, which I
organized on the floor in my home office. Although I took notes on my personal
computer, I printed them so that I could sort the observation notes about each participant
with the artifacts collected about the participants’ inquiry and their final projects.
Chapter Three provides more depth on my data analysis process. Briefly, while
completing the observations, I coded information specific to that teacher with a “T.” For
information observed related to the student participants, I coded it with the initials from
each participant’s pseudonyms. Thus, I was able to quickly sort the portions of each
observation and align them with the work of each participant. To maintain a holistic view
of each observation, I also printed a second copy of the observational notes. This enabled
me to record further reflections and observations directly on the page in my own
handwriting, using annotations as I began to reflect on the observations.
During the course of the observations and study, I also maintained a digital
reflective journal. After the initial teacher participant interview and each observation, I
recorded a speech-to-text note in a digital reflection from each experience or observation.
I also compiled these journal notes as well as additional artifacts including notes from the
teacher participant interview, curriculum planning documents, and a résumé provided by
the teacher participant. The interview needed to be transcribed, which I did using the
same text-to-speech computer feature. The teacher participant was also sent a copy of the
transcribed interview note to member check (Merriam, 2009) and increase credibility
through a process of consensual validation (Eisner, 1991).
I continued data analysis by searching through the collected artifacts, annotating
notes in the margins, and identifying themes, as described in Eisner’s (1988) ecology of
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schooling. As I reflected on the observations in process, I would often note follow up
questions for the participants, which I would engage in during the following observation.
During this process, I also began to identify themes related to the depth of student
understanding, application, and acquisition of values and beliefs in relation to teacher
actions of providing content, modeling the process, and making authentic connections
through experiences and relationships.
These themes provide the framework for Chapter Four, in which I using Eisner’s
(1994b) method of educational criticism to describe the teacher and student practices,
interpret the meaning, and then explore the significance of the interpretations as I
evaluate the curriculum process using the instructional arc (Uhrmacher et al., 2017).
Thematics and implications are discussed in Chapter Five.
Summary of Chapters
I use teacher and student stories to describe my observations and perceptions to
provide others considerations for how to develop international mindedness among
students. As opportunities for interactions with others with differing values and cultural
norms increases on local and international levels, students need to develop values similar
to those identified in the IB definition of international mindedness and the learner profile.
Noddings (2013) argued that in the 21st-century it is time to move from competition to
cooperation—as we are increasingly living and interacting in a global community, there
should be more focus on collaboration, dialogue, interdependence, and creativity. Failing
to create a personal awareness of international mindedness will only result in continued
social and political conflict and oppression.
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In Chapter Two, I present a synthesis of the literature from the field of education
and emerging themes: history of international education and IB; criticism of IB; the
language of international mindedness; conceptual and theoretical frameworks;
experiences which help develop international mindedness; and how the culture and
ecology of the school may play an important role in the participants’ philosophical
development. Chapter Three focuses on the inquiry methodology of educational criticism,
study design, data collection and analysis, study limitations, and researcher stance.
Chapter Four uses vignettes to provide description and interpretation of the process of a
teacher leading her students on an exploration of international mindedness in a study of
the instructional arc. Chapter Five explores thematics, evaluations, and possible
implications for other IB Primary Years Programme Schools and U.S. schools in general
in response to the research questions and related to my findings.
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CHAPTER II
REVIEW OF THE LITERATURE
In a time when the current nationalistic U.S. political agenda seems to have all but
required a standardized national curriculum through the establishment of the Common
Core State Standards, the IB presence in the U.S. has steadily grown, creating a paradox
between the competing interests of state and local governments and global education for
21st Century learners. The IB Primary Years Programme at my school site has provided
opportunities for students to think critically, better understand and celebrate differences,
and take action—all in an effort to become more internationally minded. This approach
has prompted me to look deeper at how international mindedness can be developed. In
this section I will describe the following: literature search description; a brief history of
the IB and Primary Years Programme; criticism of IB and international mindedness; the
language of international mindedness; and conceptual and theoretical frameworks.
Search Description
I sought to better understand the underpinnings of international education and the
development of IB and the internationally minded by identifying key words found in my
reading on the topic, such as "international mindedness," "internationally minded," and
"international minded education" and broadening to include terms such as "educational
cosmopolitanism," "global citizen education," "world mindedness," and "intercultural
understanding." Additionally, as the focus of this study is on the narrower field of
international mindedness found in the Primary Years Programme of the IB, a visit to
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www.ibo.org revealed multiple IB-published resources and references by leaders in the
field. As these resources arguably carry a pro-IB bias, I furthered the search through
traditional means.
I conducted searches through Google Scholar and my affiliated university library,
utilizing Summon. A search for "international minded education" returned approximately
200 articles from professional journals, dissertations, encyclopedias, handbooks, and
books/e-books. "Internationally minded" revealed just over 100 results. The
concatenation of "internationally minded" and "Primary Years Programme" and
abbreviation of "PYP" yielded fewer than 20 relevant results. After these repeated search
efforts, and reviewing all results from each search, I began to notice that I was exhausting
the literature via these sources when there was frequent repetition in the search results
and among leading experts in the field such as Cambridge, Hayden, Haywood, Hill, and
Thompson. I eventually increased my search beyond my five-year limit through a review
of references from prominent articles by these leading experts. Redundancy in the
reference of such sources indicated additional reassurance of a thorough review. There
was also a notable trend in the primary journals in which much of the research was
published: Compare: A Journal of Comparative and International Education;
International School; International Schools Journal; and the Journal of Research in
International Education.
International Education and the
International Baccalaureate
Finding a commonly agreed upon definition of "international education" within
the literature was challenging, to say the least. A more common agreement among
academics (Cambridge & Thompson, 2004; Gunesch, 2007; Hayden & Thompson, 1995;

24
Simandiraki, 2006; and Wells, 2011) is the shared understanding of that challenge.
Cambridge and Thompson (2004) explained that the term “international education” is
ambiguous and has multiple meanings. More recently, the multiple definitions have been
described as “fuzzy” at best (Hacking et al., 2017, p. i). International education can be
used to describe education that is traditionally for globally-mobile elites (Walker, 2015)
in foreign countries, or education involved in developing countries, or involvement in the
International Schools movement, or through a school that promulgates theory and
practice for international-mindedness. Similarly, and more deeply, Cambridge and
Thompson (2004) made the distinction that "an international school [one catering to
students from around the globe] may offer an education that makes no claims to be
international, while an international education may be experienced by a student who has
not attended a school that describes itself as international" (p. 162). This dichotomy
causes frequent misunderstanding and confusion in finding a common definition.
The idea of international education, however, has roots as early as the 17th
Century, developing in philosophy and understand through the 20th Century. This
movement started with Czech school teacher, philosopher, and humanist John Comenius
(1592-1670), developing in the 18th Century with Swiss philosopher Jean-Jacques
Rousseau, evolving in the 19th Century via the 1851 Universal Exposition in London,
through the writing of both Victor Hugo (1843) and Charles Dickens (1864), and finally
coming to fruition in the 20th Century with advancement of thinkers such as John Dewey
and the establishment of the League of Nations in 1920 and the International School of
Geneva in 1924, after WWI (Hill, 2012). This trend continued with thinkers such as Jean
Piaget and the establishment of the United Nations in 1945 after WWII (Hill, 2012).
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Concurrently, access to international commercial flights, international phone calls and
international schools increased during the 1950s and 1960s as many families were
employed abroad by the United Nations and its agencies, such as the United Nations
Educational, Scientific and Cultural Organization (UNESCO) (Hill, 2012). With Dewey's
experiential laboratory school at the University of Chicago, A. S. Neill's Summerhill
school in England, and Bruner's (1960) The Process of Education, international education
began to gain prominence in the 20th Century (Hill, 2012).
From these early beginnings, the International School of Geneva, Switzerland,
saw the establishment of the IB Diploma Programme in 1968 as a not-for-profit
organization (Cambridge & Thompson, 2004; Jamal, 2016; Resnik, 2012) and sought to
be "an internationally recognized, secondary school-leaving diploma and university
entrance examination for expatriate students studying in predominantly private
international schools" (Tarc, 2009). The growing prevalence of IB schools helped
establish a "gold standard" reputation in international education circles (Hill, 2012). Tarc
(2009) identified four periods of IB evolution and educational change efforts, beginning
with the creation and experimentation of the IB, which included embedded liberalism and
policy development. During the 1980s, an increasing number of U.S. schools adopted the
IB Diploma Programme. Tarc (2009) identified this transitionary period during this time
as IB became institutionalized.
In the late 1990s, participation in international education through tuition free,
state institutions, expanded the definition what constituted "international education,"
which was no longer limited to experiences traveling to other parts of the world:
international education grew to incorporate a worldview in which one looked beyond the
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boundaries of his or her local context, regardless of the location of the institution (Hill,
2012). Tarc (2009) declared this last decade as the period of corporatization and the
ascendancy of neo-liberal globalization. In the final years of the 20th Century, IB
expanded its programmes from Geneva, establishing the Middle Years Programme in
1994 and the Primary Years Programme in 1997, both which were based on the
foundations of the IB Diploma Programme (La Porte, 2016). For the first time in its
history, the IB offered a continuum of international education from early childhood to
high school graduation (Bryant, Walker, & Lee, 2016).
As people living in the 21st Century began to embrace opportunities for
international and intercultural understanding through an increasingly accessible
communications network via the internet, competing interests in educating for
international mindedness versus educating for patriotism (Peterson, 2003; Hill, 2012;
Tarc, 2009) expanded the purpose and intent of international education. The first part of
this century also saw international learners complete IB programmes from prekindergarten through high school for the first time (Bryant et al., 2016). Today, the IB
Diploma Programme “is among the most rigorous international secondary school
qualifications—one of the very few that is readily recognised and accepted by [the finest]
institutions of higher education around the globe” (Hill & Saxton, 2014, p. 42). As of
2016, IB operates in over 140 countries with 4,335 school programmes between ages 319 (IB, 2015; IB, 2016), and is accepted for admission to 2,765 universities world-wide
(Resnik, 2012). The growth of IB programmes, particularly in the Americas (inclusive of
North and South America) and East Asia, has demonstrated the broad association of IB
with international education (Hayden, 2006).
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Criticism of International Baccalaureate
There are as many as nine (Haywood, 2015) primary criticisms of international
education and international mindedness, and thus, IB. These can be summarized in four
themes: Eastern versus Western values (Walker, 2010); national versus international
ideology (Haywood, 2015; Hill, 2012; Peterson, 2003; Tarc, 2009); accurately defining
international mindedness (Hacking et al., 2017; Hill, 2012; Jamal, 2016; Roberts, 2013),
and global versus international perspectives (Haywood, 2015; Jamal, 2016; Resnik,
2012). Among these, one of the most common criticisms of international education and
IB is through an interpretation of values: Western values versus Eastern values. Tarc
(2009) identified that international education "invokes a set of liberal-humanist visions
and progressive pedagogical approaches hinged on modernist hopes that education can
make a more peaceful and prosperous world" (p. 236). Tarc (2009) later simply
summarized the perceived flawed thinking of IB that informed the values of most
international schools as we know them today: "West = democratically advanced =
modern = international" (Tarc, 2009, p. 256). This thinking also promulgated a reputation
for IB and international education as Western and elitist in nature by IB historically
servicing the children of globally-mobile diplomats, UN civil servants, and those of
financial means (Hill, 2012; Hill & Saxton, 2014; Resnik, 2012). Thus, education for
peace and education for global domination by a Western humanist elite are at odds
(Haywood, 2015; Walker, 2010). A reflective questioning of values motivation in
international education is well articulated by Wells (2011):
The propagation of certain values becomes a powerful and potentially
controversial tool. What are the different types of values, and which ones should
be selected? Whose values are to be promoted and why? Where are values
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acquired and developed—in the home or at school? Are the values universal or
indicative of a culture's perspective of what is important in the world? (p. 178)
Wells questioned if the values promoted through the "IB learner profile are to be found in
cultures throughout the world, or if they are largely based on a western liberal humanistic
tradition of values" (p. 178). Walker (2015) came to the conclusion that "there is little
doubt that, with its strong emphasis on individual inquiry, personal responsibility and
independent critical thinking, the IBLP [IB learner profile] is embedded in a Western
humanist tradition of learning," although he also acknowledged Tarc's (2009) suggested
compromise that emphasized the importance of reflexivity, which is present in both the
Diploma Programme and Primary Years Programme (p. 7). Consequently, Tarc allowed
for a reflective awareness of the Eastern-Western philosophical debate as part of the IB
curriculum. In a commissioned position paper by the IB (Walker, 2010), myriad
complicating factors are brought to light that are summarized by concluding that IB
should seek balance between an awareness of one's culture and a study of other cultures,
particularly Eastern cultures.
Competing interests of international education and national or state schools are
also in a values conflict, catering to both IB (international) and government (national)
demands, in which Haywood (2015), Hill (2012), Peterson (2003), and Tarc (2009)
described as educating for international mindedness or educating for nationalism or
patriotism. Hill (2012) identified that many patriotic groups in the U.S. view IB
programmes as “un-American” (p. 255), perceiving that IB promotes loyalties beyond the
nation. Similarly, the Truth About IB identified the values of international mindedness
being in "conflict with Judeo-Christian" beliefs (Haywood, 2015, p. 48).
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An additional criticism is related specifically to the term international
mindedness, which "is rarely used in non-IB literature and is therefore a term that
teachers may not encounter in non-IB discussions" (Jamal, 2016, p. 27). Jamal (2016)
further explained this challenge is further complicated because "IB documents do not
elaborate in sufficient depth on what exactly 'international-mindedness' is, and how it
may be promoted" (p. 27). I wholly agree with this criticism, which in part, prompted my
desire to study this concept in depth. Roberts (2013) summarized this feeling well,
however, in identifying international mindedness as "an inadequate term to embody
international education's concern for the wider world” and that it is “a term whose time is
up" (p. 119). For Roberts (2013), seeking international mindedness should occur through
the implementation of three E’s: Ecologacy, Ethicacy, and Efficacy. For IB, developing
international mindedness should occur through modeling and implementing the learner
profile attributes: ten descriptive words, which, according to IB, promote international
mindedness (Hacking et al., 2017). Again, Wells' (2011) reflective questioning of values
found in the Eastern-Western debate is reiterated in finding an agreed upon definition of
international mindedness.
A final criticism is defined as the conflict between global education being viewed
as an economic market driver versus international education being viewed as a frame of
mind. Through this perspective, there is irony in how the IBO seeks to promote peace,
humanism, and intercultural understanding, yet has positioned itself in the 21st Century
as "an internationally branded product similar to other globally marketed goods and
services. As a global brand, the IBO promotes 'IB World Schools' using a trademarked
logo" (Resnik, 2012, p. 259). Likewise, Resnik (2012), along with Jamal (2016) and
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Haywood (2015), cited the significant costs associated with maintaining an IB World
School license, training educators through IB-required and sponsored professional
development, aligning curricula with IB requirements, and recurring consultancy and
authorization fees. As a result, this exclusive and contradictory condition is outlined in
the section on globalization versus internationalization.
Additionally, IB has grown in appeal from the social and globally-mobile elite to
provide an opportunity for local elite and the middle-class to climb the social ladder and
compete in the global job market (Resnik, 2012). Tarc (2009) considered this fourth
period as the contemporary movement, in which the IBO focused on branding efforts of
its programmes. Hill (2012) specifically cited the impact on the IB as it has sought to
brand itself in different educational markets, seeking to appeal to middle class families of
average means across the globe, particularly in the Americas and East Asia. Hill reported:
In 2012, 90 per cent of the 1307 IB schools in the USA are state (public)
institutions—the highest concentration of any country. It is not surprising,
therefore, that challenges to the IB's respect for national identity have emanated
from that part of the world. (p. 255)
This perception has sparked an IB evolutionary debate about international education for
the globally mobile versus education with an international perspective (Hill, 2013). IB
seeks to find balance between competing interests and address this paradoxical debate,
appealing to a broad segment of the world population by focusing on the uniqueness of
local schools in global contexts. In a recent Canadian advertisement, the British
Columbia Association of IB World Schools proclaimed:
Every IB World School is unique. Our programmes are offered in both state and
private, national and international, large and small schools. They can be offered
individually, but a growing number of schools offer them as a continuum of
education. The IB Primary Years Programme (PYP), for students ages three to 12,
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focuses on the development of the whole child as an inquirer, both in the
classroom and in the world outside. (Vancouver Sun, 2015)
This balance of public and private, national and international, large and small, individual
or consecutive participation, local and global also carries with it the risk of attempting to
be all things to all people. As Sassen (2000) described:
When global actors, whether firms or markets [or international education
programs], overlap and interact with the national, they produce a frontier zone in
the territory of the nation . . .; this is a zone of political-economic interaction
where new institutional forms take shape and old forms are altered. (p. 216)
Hayden, Rancic, and Thompson (2000) shared this sentiment, citing the work of
McKenzie (1998) in identifying the competing dimensions of international education:
Non-national (not subject to the requirements or standards of any particular
national system), pan-national (seeking to build bridges between countries), exnational (in the sense of internationally mobile expatriates), multi-national (as in
the context of the curriculum, which draws from a number of national education
systems) and trans-national (in the sense that it leads to a certificate that allows
students to 'cross educational borders with the same ease that a valid passport
permits movement from one country to another'). (pp. 107-108)
Despite much criticism of IB and international mindedness found in the relevant
literature, I do not seek to debate Eastern versus Western values, matters of religion, or
the quintessential understanding of international mindedness. However, I do seek to
frame the context of my study and situate it conceptually and theoretically amongst the
literature (Creswell, 2013).
The Language of International Mindedness
What's in a name? That which we call a rose . . .
—Shakespeare
According to Hill (2013, Spring/Autumn), the first use of the term "internationally
minded" was in 1949 with UNESCO's establishment of the Conference of Principals of
International Schools (CIMS). It would take another 60 years for the term to gain
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momentum and be adopted by IB. As Hill (2013, Spring/Autumn) noted, the definition of
“internationally minded” established in 1951 by the CIMS was related to schools that
"consciously aim at furthering world peace and international understanding through
education" (p. 9). Concurrently, the International Schools Association, established in
1951, viewed 'internationally minded' more through the lens of assisting international
schools who catered to "a globally mobile population of children whose parents were
employed by the UN and its agencies, embassies, and multinational companies" (Hill,
2013, p. 9). In Tarc's (2009) contemporary period, "international mindedness" and
"internationally minded" are terms that are almost exclusively used by IB. Hill cited that
many (Duckworth, et al., 2005; Hett, 1993) equate global-mindedness with international
mindedness. As many of these terms share similarities, I have chosen to describe what
international mindedness is by defining what it is not to distinguish it from concepts that
may otherwise be confused with international mindedness. I have included competing
terminology that generally applies to other areas of international education or informs the
philosophy of IB, alphabetically, in the following subsections. Finally, I have delineated
these terms, definitions, associations with IB and categorization as either an educational
model or belief system for easy reference in a definitional table on the following pages.
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Table 1
The Language of International Education
Term and Definition

Association with IB

Educational Cosmopolitanism
One who "values, seeks out and tries to access
local cultural diversity" (Gunesch, 2015, p.
62); masters local culture, though not
necessarily commit to nor endorse it; travels
abroad with an intent for deep and meaningful
cultural engagement, "lest it be mere tourism"
(p. 63); and possibly rejects association with
the national.

No. A complementary aspect of
international mindedness; distinguished
from internationalism by rejecting the
national (Gunesch, 2015).

Belief
System

Global Citizenship Education
“Any educational endeavour that seeks to
explore issues or ideas globally and involves
the learner adopting a global consciousness"
(Palmer, 2016, p. 209).

No. Aligned with Oxfam (2006), the
Council of International Schools, and
UNESCO. Similar philosophy by
competing organizations, with an
element of critical pedagogy and seeking
social justice through action (Wasner,
2016). It could possibly complement
international mindedness.

Educational
Model and
Belief
System

Global Perspectives: Global Mindedness,
Competence, and Interconnectivity
One's global learning and openness toward the
diverse world (Cui, 2016); "A worldview in
which one sees oneself as connected to the
world community and feels a sense of
responsibility for its members, a commitment
reflected in an individual's attitudes, beliefs
and behaviors (Hett, 1993, p. 143).

No. Distinguished from international
mindedness through the lens of global
contexts, excluding the national.

Belief
System

Globalization vs Internationalization
"Globalization I tend to associate with
economic and cultural standardization, a kind
of neo-imperialism. And internationalization I
reserve for democratic dialogue among
colleagues across different [cultures]." (Pinar,
2014).

Globalization, no. Internationalization,
yes, informally. Philosophical
similarities to international mindedness.

Belief
System

Intercultural Understanding
Valuing “one’s own languages, cultures,
beliefs and identity, and openness to those of
others” (Rader, p. 17).

Yes. Many (Cushner, 2015; Landers,
2015; Rader, 2015) agree that
intercultural understanding complements
international mindedness, promoting
similar aims.

Belief
System

International Education
Education which is traditionally for globallymobile elites in foreign countries, or education
involved in developing countries, or
involvement in the International Schools
movement, or through a school which
promulgates theory and practice for
international-mindedness (Walker, 2015).

Yes. Supports theory and practice for
international mindedness (Walker,
2015).

Educational
Model or
Belief
System

"The product of a successful
international education is international
mindedness" (Hill, 2012, p. 246).

Category
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Table 1, continued
Term and Definition

Association with IB

Category

International Mindedness
“An openness to and curiosity about the world
and people of other cultures, and a striving
towards a profound level of understanding of
the complexity and diversity of human
interactions" (Hill, 2013, p. 9).

Yes, a core value and belief, tightly
aligned to the IB mission.

Belief
System

World Mindedness
“We know we are worldminded when we
form the habit of thinking about the effects of
our decisions on people across the planet,
when we care about how others perceive our
nation, and when we use “us” to mean people
from many places, not just our neighborhood
or nation. (Merryfield, Tin-Yau Lo, Cho Po,
& Kasai, 2008, January, p. 7)

No. The IB does not seek to preach
religious affiliation or global
competitiveness. It could possibly
complement international mindedness,
given Merryfield et al.’s (2008)
definition.

Belief
System

Educational Cosmopolitanism
Similar to what follows in the section on international mindedness, educational
cosmopolitanism escapes a simple, respected definition, and as Spector (2015) described,
it can be defined in terms of the who and what (p. 425). However, Gunesch (2015)
identified that the classic term stemmed from the Greek "kosmou politês, meaning citizen
of the world," which describes the 'who,' and that a more modern, general definition is
"feeling at home in the world" (p. 62), which describes the 'what.' Spector (2015) also
differentiated between classic cosmopolitanism (e.g., Gunesch's description) and new
(educational) cosmopolitanism: the former approaching universal humanity and global
justice through a top-down approach; the latter approaching human rights and global
justice from a bottom-up approach. Thus, through education, those identifying with
cosmopolitanism can engage with world catastrophes, such as unintended global
environmental catastrophes, through a collective effort (Spector, 2015).
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Gunesch (2015) posited that "the concept of cosmopolitanism will be suggested to
assist internationalism" (p. 60), that cosmopolitanism can "enrich international identity
and cultural attachments" (p. 67), and that "cosmopolitanism offers a conceptual and
theoretical foothold for a clearer account of the nature of the desirable 'international'
individual" (p. 60). Through his study, Gunesch created an educational cosmopolitanism
matrix, which in short, identified the cosmopolitan as one who "values, seeks out and
tries to access local cultural diversity" (p. 62); masters local culture, though not
necessarily commit to nor endorse it; travels abroad with an intent for deep and
meaningful cultural engagement, "lest it be mere tourism" (p. 63); and possibly rejects
association with the national. This last element, association or rejection of the national is
what primarily sets cosmopolitanism apart from internationalism. As Gunesch discussed,
internationalism is constructed by national categories; cannot ignore such categories;
cannot explain why a person identifies his or her 'home' in a different national category.
Therefore, internationalism is defined as "having 'attitudes which place the cultures and
views of others on par with one's own" (Hayden et al., 2000, p. 120). Cosmopolitanism,
however, straddles both the global and the local, often with rejection of the national
(Gunesch, 2015).
Further, Pinar (2009) and Spector (2015) emphasized the importance of looking
beyond the 'who' in cosmopolitanism, specifically in valuing environmental justice and
being concerned with environmental degradation. Spector (2015) noted that others
"interpret cosmopolitanism as something human and as something to help humans
become more humane to other humans" (p. 428). Spector (2015) noted that the error in
this thinking is that it ignores or avoids other possibilities, particularly human interaction
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and unintended consequences to the environment. Similarly, Pinar (2009) identified that
cosmopolitanism should not be limited to how we view the 'who' but should refer to the
entire world, defining worldliness as "love of this world—not only the human world" (p.
7). Thus, in approaching cosmopolitanism, it is important to seek balance between the
individual and his or her understanding of the world (political, moral, cultural, economic,
and environmental).
Global Citizenship Education
Global Citizenship Education (GCE) is a strongly growing segment, tightly
aligned with the work of Oxfam (2006) (originally the Oxford Committee for Famine
Relief), the Council of International Schools, and UNESCO, as reflected in the latter's
(2015) definitive work: Global Citizenship: Education Topics and Learning Objectives
(LaPine, 2014; Lewis, 2015; Palmer, 2016; Wang & Hoffman, 2016; Wasner, 2016).
Many academics have approached GCE in similar fashion to international mindedness,
and as with many attempts to define such a broad topic, Palmer (2016) argued that GCE
is "any educational endeavour that seeks to explore issues or ideas globally and involves
the learner adopting a global consciousness" (p. 209); however, Palmer conceded that
"what exactly GCE means, however, will differ from one context to the next" (p. 220). I
appreciate Palmer's use of global consciousness in his definition, as it echoes similarities
to IB's use of international mindedness.
Wasner (2016), as well as Wang and Hoffman (2016), on the other hand,
distinguished between GCE and international mindedness, stating that GCE carried with
it an element of critical pedagogy and seeking social justice. Both Palmer (2016) and
Wasner (2016) conducted studies in IB schools that honored both GCE and international
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mindedness. As such, Davy (2011) argued that GCE should be utilized as an approach to
learning, and not a curricular add on. Consequently, GCE would approach the IB model
for teaching and learning by making action, not reflection, the goal of the process, and
therefore, could strengthen the IB education through a dialogic pedagogy and action
(Wasner, 2016).
Global Perspectives: Global
Mindedness, Competence,
and Interconnectivity
A global perspective is the result of one's global learning and openness toward the
diverse world (Cui, 2016) and is frequently used as an umbrella term to encompass
related terminology including global mindedness (Andreotti, Biesta, & Ahenakew, 2015;
Black & Bernardes, 2014; Hett, 1993; Quaynor, 2015; Ryan et al., 2014; Sutherland,
2015), global competence (Boix-Mansilla & Jackson, 2011; Taylor, 2014; Van Roekel,
2010), and global interconnectivity (Merryfield, 1994; Wang & Hoffman, 2016). Hett
(1993) was among the first to define global mindedness and validate a quantitative
measure, which is widely used and referenced. She defined global mindedness as "a
worldview in which one sees oneself as connected to the world community and feels a
sense of responsibility for its members, a commitment reflected in an individual's
attitudes, beliefs and behaviors (p. 143). Additional features of global mindedness,
competence, and interconnectivity are a frequent reference to the globally mobile,
connecting the local to a global context, and seeking to take action, often through critical
pedagogy and social justice. This critical pedagogical approach is also supported by
thinkers such as Freire (1970) and has historic postcolonial underpinnings similar to
cosmopolitanism (Marshall, 2011; Wang & Hoffman, 2016).
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Globalization versus
Internationalization
As Pinar (2014) described, there is a striking difference between globalization and
internationalization. Specifically, Pinar stated: "globalization I tend to associate with
economic and cultural standardization, a kind of neo-imperialism. Internationalization I
reserve for democratic dialogue among colleagues across different [cultures]." Others
(Cui, 2016; Ellwood, 2014; Harshman, 2016; Lauder, 2015; Resnik, 2012) also cited a
similar distinction. Sklair (1991) also equated globalization to economic, political, and
cultural-ideological transnational practices; whereas internationalization, according to
Cambridge and Thompson (2004), stemmed from "international relations and the explicit
need to foster an aspiration for world peace and understanding between nations" (p. 168).
Tarc (2009) also identified "With the legacy of the UN system, the popular idea of
internationalism had come to stand for peace, progress, and human rights" (p. 251).
Finally, Hill (2012) also identified internationalism as a core belief of the League of
Nations: "to promote world peace through international and intercultural understanding"
(p. 250). Consequently, IB education is more philosophically aligned with the concept of
internationalization; IB branding is more aligned with globalization.
Intercultural Understanding
Similar to the umbrella of global perspectives, intercultural understanding
(Landers, 2015; Rader, 2015) encompasses a wide scope of related ideas across a
continuum (Besley & Peters, 2011; Hill, 2014; Peterson, 1987; Tarc, 2009). Intercultural
understanding begins with intercultural awareness (Landers, 2015; Taylor, 2014),
progressing to intercultural sensitivity (Taylor, 2014), and culminating with intercultural
competence (Black & Bernardes, 2014; Cushner, 2015; Libbey, 2016). According to
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many (Cushner, 2015; Landers, 2015; Rader, 2015), intercultural understanding is a
significant component of developing international mindedness, as individuals learn to
value their own cultures and languages, as well as an openness to and curiosity about
those values of others. In short, intercultural understanding is valuing “one’s own
languages, cultures, beliefs and identity, and openness to those of others” (Rader, p. 17).
Meanwhile, Cushner (2015) indicated that to engage at the highest level, intercultural
competence, an interpersonal relationship must be established between those involved in
making “increasingly more complex perceptual distinctions about their experience with
culture differences” (p. 204) and culturally diverse contexts.
International Education
In reaching to its earlier roots, Hill (2012) cited a definition for international
education from 1950, in which a group comprised of teachers and heads of international
schools from around the world proclaimed:
[International education] should give the child an understanding of his past as a
common heritage to which all men irrespective of nation, race, or creed have
contributed and which all men should share; it should give him an understanding
of his present world as a world in which peoples are interdependent and in which
cooperation is a necessity. In such an education emphasis should be laid on a
basic attitude of respect for all human beings as persons, understanding of those
things which unite us and an appreciation of the positive values of those things
which may seem to divide us, with the objective of thinking free from fear or
prejudice. (p. 251)
It is upon this definition that Hill claimed IB built its foundation for international
mindedness in the 20th Century and that I believe Noddings (2005b) continued to
encourage global awareness and growing learners who are empathetic and personally
reflective in the 21st Century.
More recently, Hayden (2006) argued that it is "of little value to discuss
prerequisites—or even, perhaps, to attempt a categorization" of the multiple
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interpretations and iterations of international education (p. 16). Walker (2015) criticized
the organization International Schools Consultancy Research (ISCR) because its
definition of international education excluded a large majority of commonly understood
international schools with its definition of an international school as one which "delivers
a curriculum . . . wholly or partly in English outside an English-speaking country" (p.
25). In doing so, the ISCR rejected some of the world's best known international schools,
limited to a Western, English point of view. In doing so, the interpretation rejected the
over 2,550 IB World Schools in the Americas region alone (Walker, 2015). In
disagreement with ISCR, I concur with Hill's (2013) assessment of international
education: "we should stop inferring that international education only takes place in
international schools" (p. 9). Cole-Baker explained in a letter to Hill: "In a true
international school, it is a question of environment; in a national school, it is a frame of
mind" (as cited in Hill, 2013, p. 9). In the local context of this study, international
education is not a question of geographical environment—it is a frame of mind.
International Mindedness
IB maintains one of the best reputations in the international education community.
It is the gold standard in international education (Hill, 2012). In order to better develop
students at its Middle Years Programme and Diploma Programme levels, IB relies on the
development of its students at the Primary Years Programme. To bridge the IB
Continuum of school programmes, IB seeks to develop international mindedness in its
students. Despite (or in light of) international mindedness being a term almost
exclusively used by IB, and journals of international education such as International
School, International Schools Journal, or the Journal of Research in International
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Education, a wealth of research has occurred in the 21st Century regarding this topic
(Castro, Lundgren, & Woodin, 2015; Hacking et al., 2017; Harwood, 2013; Haywood,
2015; Hill, 2012, 2013, 2014, 2015; Hill & Ellwood, 2013; Jamal, 2016; Jones, 2015;
McCluskey, 2014; Merz & Fox, 2016; Pelonis & Gleason, 2015; Singh & Qi, 2013;
Skelton, 2015; Tate, 2013; Thier, 2013; Vancouver Sun, 2015; Wasner, 2016; Wells,
2011, 2016). Editors Hayden and Thompson devoted an entire issue of the International
School magazine to the topic of international mindedness in 2014 (Bastable, 2014;
Condon, 2014; Essame, 2014; Goel, 2014; Hill, 2014; LaPine, 2014; Ross & Izzard,
2014; Walker, 2015; Wilkin, III, 2014). Hill (2013, Spring/Autumn) defined international
mindedness as follows:
The study of issues which have application beyond national borders and to which
competences such as critical thinking and collaboration are applied in order to
shape attitudes, leading to action which will be conducive to intercultural
understanding, peaceful co-existence and sustainable development for the future
of the human race. (p. 9)
Hill (2014) made an interesting distinction between the international school and the
internationally-minded school: regarding the former he stated "is one established to offer
education to the children of globally mobile parents usually working for the United
Nations or its agencies, embassies and multinational companies. Such schools often have
a large cultural mix of children (and sometimes staff) . . ."; regarding the latter he wrote:
Any school can be internationally minded, but not all schools are. It does not
depend on being in a particular geographical location, having a culturally diverse
group or students and staff, or being an expatriate school overseas [. . . .] An
internationally minded school could be any school which adopts a pedagogical
approach in line with IB programmes, for example. If it happens to be culturally
homogenous then it will find ways to bring students into contact with other
cultures." (p. 177)
Hill (2012) summed up the difference between an international education and
international mindedness well: "The product of a successful international education is
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international mindedness" (p. 246). The most recent international mindedness research
(Hacking et al., 2017) supported by the IBO was a case study of nine IB schools: three
Primary Years Programme schools, three Middle Years Programme schools, and three
Diploma Programme schools. In their findings Hacking et al. reveals that defining
international mindedness is three-pronged: it is relational, “about reaching out to how we
perceive and interact with others from diverse cultures,” intra-personal, “about reach[ing]
in to better understand ourselves with respect to different others,” and “is a process . . .
that is more important than any fixed definition” (p. i).
As the head of school at a Primary Years Programme school, it is my charge to
help lead the development of international mindedness in our teachers and students, alike.
In seeking to understand this phenomenon and how to teach for international mindedness,
I have discovered that there is no clear directive for how to do so. Consequently, I seek to
create, implement, and evaluate a curriculum for international mindedness to facilitate a
personal and shared understanding of this phenomenon. I present a case for international
mindedness curriculum development in the next chapter.
Worldmindedness
An earlier and similar use of international mindedness was "world-mindedness"
(Murphy, 1931) or “worldmindedness” (Merryfield, 2001). World-mindedness, however,
had specific connotations related to religious and missionary work at the end of the
progressive era (Murphy, 1931). In contrast to the modern idea of international
mindedness, the IB does not seek to preach religious affiliation or global competitiveness.
Others (Carano, 2010; Cardenuto, 2015; Hayden et al., 2000) have made reference to the
interchangeable use of these terms during the 20th Century, prior to IB adopting the
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learner profile and nearly exclusive use of the term international mindedness in the 21st
Century. Merryfield, Tin-Yau Lo, Cho Po, and Kasai (2008) synthesize multiple
definitions of worldmindedness as follows:
Worldmindedness often begins as global awareness and grows as individuals
begin to appreciate the viewpoints, experiences, and worldviews of others,
especially those quite different from ourselves (Merryfield, 2001; Noddings,
2005b). It develops along with intercultural skills in communication and
prolonged experiences in cross-cultural interaction (Bennett, 1993; Brislin &
Yoshida, 1994; Wilson, 1993). We know we are worldminded when we form the
habit of thinking about the effects of our decisions on people across the planet,
when we care about how others perceive our nation, and when we use “us” to
mean people from many places, not just our neighborhood or nation. (p. 7)
The historical use of worldmindedness distinguishes it from international mindedness in
this study; however, modern interpretations of worldmindedness display possibilities for
a complementary curriculum.
Conceptual and Theoretical Frameworks
A constructivist framework of experience and knowledge construction grounds
this study. The theoretical framework is described by Creswell (2013) as social
constructivism or interpretivism (pp. 24-25), seeking to understand the world in which we
live and explore the complexity of views. The constructivist framework also includes the
integration and transcendence of core content, language and the arts, organized through
six transdisciplinary themes. This focus on exploration in educational situations,
experience, having the potential for more than one correct answer, and social reform
situates international mindedness more in line with a social justice/social reconstruction,
personal relevance, and cognitive processes curriculum orientations than the
restrictiveness of academic rationalism, social adaptation, or curriculum as technology
(Hill, 2012). These curricular dimensions are also influenced by the cultural and language
experience of the learners, teachers and other stakeholders.
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With multiple interpretations and variables related to providing an international
education, minimal research regarding international mindedness and IB’s Primary Years
Programme, and a relatively unclear definition of what it means to be internationally
minded, I will seek to better understand these phenomena through inquiry and
exploration of a curriculum cycle. Major components and themes of this study include the
IB concept of international mindedness, Uhrmacher et al.’s (2017) instructional arc,
Dewey's (1938) theory of growth, and Eisner’s (1988) ecology of schooling.
Teaching for International
Mindedness
Teaching for international mindedness is a process or journey (Hacking et al.,
2017) of social interaction and self-discovery in understanding the self and determining
beliefs and values (Moje, Luke, Davies, & Street, 2009). Likewise, Dewey (1938)
believed in individual experience and social reform, and thus, Eisner (1994b) described
Dewey's belief that "human life is a continuous process of constructive adaptation" and
that "the school's major task . . . is to create what [Dewey] calls the educational
situations through which a child becomes increasingly able to deal with ever more
complex and demanding problems" (p. 68). Modern educational philosophers such as
Greene (1988), Noddings (2003), and Pinar (1975) would agree that personal purpose,
experience, care, and imagination are essential for the development of critical thinking
and intelligence, which underscores Dewey’s (1938) theory of growth.
Theory of Growth
One aim of this study is to respond to the question, how do students perceive the
curricular activities intended to help them develop international mindedness?
Specifically, I seek to understand and assess how the situational experiences provided
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for students by the teacher influence the received curriculum (Uhrmacher et al., 2017),
or the students’ perspective moving into the future (Connelly & Clandinin, 1988).
According to Dewey (1938), good education should serve a dual purpose of growing
both society and the individual. Dewey asserted through his theory of growth
that growth stems from experience, and experience stems from the relationship of two
principles: continuity and interaction. Eisner (1991) explained Dewey’s focus on
experience as follows: “Experience, for Dewey, is the means through which educational
processes work, hence understanding education requires appraisal of the kind of
experience individuals have” (p. 99). These experiences are classified in three forms:
educative, miseducative, or noneducational (Dewey, 1938). Dewey framed his theory of
growth through the educative experience, as Eisner (1991) described by “what we hope
students will have in school (p. 99) Educative experience and growth, according to
Dewey, occurs through the intersection of continuity and interaction.
Dewey (1938) described continuity as each experience that a person has, which
will influence his or her future, for better or for worse. Dewey’s interaction refers to the
situational influence on one's experience, similarly to the ideas advanced in Connelly
and Clandinin’s (1988) curriculum planning approach, where “curriculum is something
experienced in situations” (p. 6), Together, these two principles, continuity and
interaction, frame an individual's present experience as a function of the interaction
between an individual's past experiences and the present situation. The value of the
experience is to be judged by the effect that experience has on the individual's present,
their future, and others. As students in this study engage in a unit of inquiry for
international mindedness, their growth will be influenced by their past experiences
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(continuity) as well as the collective experiences of the teacher, situations created, and
Eisner’s (1988) ecology of schooling (interaction).
The Instructional Arc
The “instructional arc,” described in the work of Uhrmacher et al. (2017),
provides a complementary framework to Eisner’s (1988) ecology of schooling.
Reminiscent of other curriculum, instruction, and assessment frameworks, such as the
written, taught, and tested curriculum (English & Steffy, 2001), the instructional arc
focuses on three aspects of the curriculum: the intended curriculum, the operational
curriculum, and the received curriculum (Uhrmacher et al., 2017). The instructional arc
answers three questions: “What does the teacher plan/desire to happen?”, “What actually
happened?”, and “What did students learn or ‘take away’ from the experience?”
(Uhrmacher et al., 2017, p. 25). This lens is an important approach for educational
criticism because it provides an opportunity to understand how teacher beliefs and
intentions inform what educative experience is received by students. Additionally, the
instructional arc provides a framework to tease out other “complex and subtle” (Eisner,
1994, p. 237) qualities of the curriculum, such as the “null curriculum” (Eisner) and the
“hidden curriculum” (Jackson, 1968) by observing the relationship between the intended,
operationalized and received curricula (Uhrmacher et al., 2017).
A study of implementing the instructional arc in action is important because of the
unique nature of IB curriculum development. IB does not promote a specific curriculum
but rather empowers schools and teachers to be the curriculum writers within a provided
framework, organized by six transdisciplinary themes, and informed by a recommended
IB workshop: Making the PYP Happen in the Classroom. In Teachers as Curriculum
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Planners, Connelly and Clandinin (1988), address the challenge inherent in teacher
curriculum development and implementation, promoting that planners and practitioners
provide the necessary framework for students through experience, situations, and
reflection (pp. 6-7). Consequently, teachers should seek to access their own and students’
past experiences, and create meaningful present experiences, in order to influence future
or new experiences (Connelly & Clandinin, 1988, pp. 9-10). Attending to how these
experiences are identified and crafted is essential in understanding the relationship
between the intended, operational, and received curricula.
As opposed to observing teacher implementation of a scripted curriculum and
identifying a discrepancy or correspondence in following said curriculum, the teacher as
the curriculum developer adds an additional layer of understanding necessary for
determining the influence the teacher has on the design and implementation of the
intended and operational curricula. This challenge is clearly articulated by Uhrmacher et
al. (2017): “What makes this arc particularly fruitful for the educational critic is that the
teachers’ intentions are not always stated or obvious. They are, in some cases, even
unknown, or not fully conscious, to the teachers” (p. 25). Given that the written
curriculum in IB Primary Years Programmes is heavily dependent on the individual
teachers as the curriculum planners, attending to the intentions of teachers is a critical
component of the design of and selected methodology for this study.
Eisner’s (1994b) educational criticism is a method well suited to understand the
often complex subtleties underlying that relationship and the intersection between
Dewey’s continuity and interaction embedded in the instructional arc. This method will
be further explained in Chapter Three.
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CHAPTER III
METHODOLOGY
Introduction
In this study I examined the development and implementation of a curriculum for
international mindedness through the frameworks of the instructional arc (Uhrmacher et
al., 2017) and the school ecology (Eisner, 1988). I used Eisner’s (1994b) educational
connoisseurship and criticism (frequently referred to as educational criticism) as a
method for describing and interpreting my observations, understanding, and appreciation
of the learning environment in Chapter Four, and as a structure for analyzing thematic
and evaluation implications in Chapter Five. I further describe the relationship between
educational connoisseurship and educational criticism as well as its structures in the
paragraphs that follow this introduction through three lenses: connoisseurship, criticism,
and qualitative validity. In the later section within this chapter entitled Research
Questions and Study Design, I specifically address how each question was addressed in
the design of this study using Eisner’s (1988) school ecology and (1994b) educational
criticism as guides in the process. The research questions that framed this study were as
follows:
Q1

What does an International Baccalaureate teacher believe about
international mindedness in herself and in her students?

Q2

How do her beliefs inform her planning and implementation of the
internationally minded curriculum?
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Q3

How do students perceive the curricular activities intended to help them
develop international mindedness?

Q4

What is the significance of international mindedness for U.S. schools in
general?

Next, I describe elements of the study, such as the participants, sources of data, data
collection procedures, and the site. Finally, I address limitations and the role of the
researcher as I conclude this chapter.
Educational Connoisseurship and Criticism
Elliot Eisner (1976) first introduced his qualitative method of educational
criticism in response to the narrow and often prescribed scientific approaches to
education promoted by leading educational scientists of the time. This led to the
development of alternative means and understanding of educational evaluation practices.
Eisner (1976) promoted that “forms used in conventional approaches to educational
evaluation have a set of profound consequences on the conduct and character of
schooling in the United States” (p. 135). Consequently, Eisner, a professor of art and
education at Stanford University, developed a method of artistic inquiry and evaluation to
bridge the gap between the science and art of educational evaluation. Eisner (1994b)
made a distinction between educational connoisseurship and educational criticism as
follows: “connoisseurship is the art of appreciation, criticism is the art of disclosure” (p.
215). Connoisseurship and criticism coexist in a reciprocal relationship: the deep
understanding and appreciation of educational situations (connoisseurship) is needed to
disclose, or reveal, the subtleties often overlooked in educational evaluations (criticism).
However, the critic’s task to illuminate educational situations often helps others and the
critic increase their understanding and appreciation of those situations. A poor
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understanding of the educational environment would likely result in a poor criticism.
Eisner (1994b) summed it up well, “[Connoisseurship] is essential to criticism because
without the ability to perceive what is subtle and important, criticism is likely to be
superficial or even empty" (p. 215). Yet, one cannot critique without connoisseurship
(Eisner, 1991).
Eisner (1994b) described the first half of this method, educational
connoisseurship, through one who is an astute observer who seeks to identify subtle
qualities in educational environments. Eisner (1994b) couched connoisseurship as “to
know how to look, to see, and to appreciate” (p. 215). This meaning of appreciation
“does not necessarily mean liking something. . . . [it] means an awareness and an
understanding of what one has experienced” (Eisner, 1976, p. 140). Eisner (1994b)
further described a connoisseur as one who appreciates an aspect of the world and whose
experiences have provided deeper levels of understanding within certain experiences. He
provided a structure for the connoisseur, the ecology of schooling, which will be
discussed in more detail in the next section, The Structure of Educational
Connoisseurship.
As an illustrative example of educational connoisseurship, I have a personal
passion and appreciation for ice cream scoops. Although I own hundreds of scoops, or
dippers as they are frequently referred to by connoisseurs, I have fond recollections of
where each was acquired. The first scoop in my collection was procured in a small junk
shop in Aurora, Oregon, in summer 2012—I distinctly remember the typically overcast
weather, the pleasant petrichoric aroma of rain reacting with the pavement, the unique
curvature of the wooden handle and how it felt in my hand, and the complementary
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contrast of wood and metal working in unison. I remember my excitement in sharing my
six-dollar find with my wife. This Gilchrist’s No. 31 scoop started an obsession. Finding
a unique dipper at a garage sale, flea market, thrift shop, or antique store became a
thrilling act. Finding one at a bargain is even more fulfilling.
I have also grown to appreciate the evolution of the dipper—from early models
requiring the use of both hands, which were difficult, if not impossible to use while
concurrently holding a cake or sugar cone—to flat and rectangular dippers used to extract
and release a perfectly molded middle ice cream sandwich layer—to the development of
the Zeroll dipper in 1935, which revolutionized the industry through its sleek design,
beauty, and infusion of an anti-freezing agent concealed within the handle. The Zeroll
dipper is not only the best-selling and longest-lasting dipper in history, it is also a work of
art on display in the Museum of Modern Art’s Permanent Design Collection in New York
City (Zeroll, 2018). Scoops today come in a wide diversity of materials, manufacturing
methods, shapes, colors, designs, themes, utilities, and sizes, with peripherals such as
built-in sprinkle shakers and bottle openers.
The scoops are more than a tangible item, however—they represent an
experience, perhaps stretching back to the nostalgia of my childhood, in which I yearned
for the annual Baskin-Robbins birthday postcard, entitling me to a free scoop from one of
its 31 flavors—a promotional scheme guaranteeing a different flavor for each day of the
month. Although my own boys now enjoy ice cream, whether scooped or sandwiched,
nearly every day of the year, ice cream in my childhood was truly a novelty—a term
frequently used to describe specialty ice cream treats. Novelty is also a word which stems
from the Latin root novus, or new. I savored the experience each year, as if I were
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approaching it again for the first time. Many may share a similar memory—for me, the
dippers take me back to specific moments in time—carefree experiences surrounded by
loved ones and celebration, enjoying my favorite Baskin-Robbins exclusive—Daquiri
Ice, a cream-less variety of sorbet, or frozen flavored water and sugar. The ice cream
scoop holds meaning for me in ways that cannot be described by its general purpose or
utility. So what value exists in the isolated appreciation and understanding of ice cream
scoops? Connoisseurship or appreciation alone does not promote deeper levels of
understanding as a form of research; this act necessitates the role of the educational critic.
Through educational criticism, the critic presents the subtle qualities revealed by
the connoisseur through a perceptive and brightly illuminating description, interpretation,
and evaluation of an educational setting (Eisner, 1994b). In practice, the latter of these
dimensions, evaluation, “most sharply differentiates the work of the educational critic
from the work of the ethnographer, psychologist, or sociologist” (Eisner, 1976, p. 145).
Although educational criticism and ethnography share many similarities, such as being
qualitative research methods, involving the collection and analysis of artifacts, and
including the study of cultures and environments, there are many differences. Eisner
(1991) described that in addition to the inclusion of evaluation, theory also plays a
distinguishing role:
Each theory, so to speak, puts to the world its own questions and gets therefore,
its own answers. Yet the questions raised by [ethnographers] . . . do not exhaust
the questions that could have been put or the theories that could have been used to
explain what was seen. Ethnography, even taken as a whole, constitutes a limited
repertoire of meaning structures. Thus, to regard qualitative research as solely
ethnographic is to limit what qualitative work can be. (p. 229)
Accordingly, to perform an educational criticism, one must have a keen perception for
what is both revealed and concealed through observation and appreciation in order to
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establish a believable evaluation. Eisner (1994b) identified criticism as “the art of
disclosing qualities of objects or events the connoisseur perceives” (p. 219). A successful
criticism will also illuminate the connoisseur’s perspective with the intent of educational
improvement. Eisner (1991) emphasized that “It is important to provide criticism in a
form that leads to constructive, not destructive, results” (p. 117). Consequently, this
research method allows the researcher to collect and analyze data to develop themes,
provide thick description, interpretation, and evaluation of educational experiences and
situations (Eisner, 1991). Eisner (1991) described each aspect of this system of inquiry,
including description, interpretation, thematics, and evaluation as “dimensions of
educational criticism” (p. 88). These four dimensions will be discussed in more depth
later in this chapter in the section entitled The Structure of Educational Criticism.
Educational criticism was appropriate for this study because it provided an
inquiry-based, qualitative method of research to observe educational subtleties not
identified in established quantitative or mixed-methods international and global scales
and surveys. It also goes beyond what is possible in traditional ethnographic research.
Educational criticism is well known in the field of education and has been utilized in
many research studies, which include international perspectives (Kim, 2010; Locke &
Riley, 2009; Nilsson & Dunin-Woyseth, 2013). Educational criticism is also a wellknown method for evaluating learning environments (Eisner, 1976; Gruber, 2008;
Nilsson & Dunin-Woyseth, 2013; Villada, 2009). Ultimately, educational criticism
allowed me to better understand aspects of a curriculum for international mindedness that
may have otherwise gone unnoticed through traditional means of research.
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Until now, educational criticism has neither been applied in the context of the IB
Primary Years Programme nor the study of international mindedness. As I better
understand the relationship between the teacher’s intentions in the development and
implementation of a curriculum for international mindedness, and the student experience
in their development of international mindedness, the subtle qualities and emergent
themes provided a basis for describing and interpreting what was happening in the
classroom. Some subtleties were revealed in language use by the teacher and students,
participant interactions with each other, and participant actions (or inactions), such as
hand gestures. Further, educational criticism also allowed me to include my own
experiences as a connoisseur seeking to improve my own level of intercultural
understanding (Eisner, 1988). I was able to include my experiences as a collaborator in
our curriculum planning, creating an educational situation for students (Connelly &
Clandinin, 1988), and through my knowledge of the school ecology (Eisner, 1988). I also
used the Teacher Interview Questions (see Appendix B), as a reflective tool develop my
own understanding of inclinations toward international mindedness. The findings from
this study helped inform a framework for understanding ways to improve teaching for
international mindedness development among students, as described in Chapter Five.
The following three sections, The Structure of Educational Connoisseurship, The
Structure of Educational Criticism, and Validity provide a deeper explanation of Eisner’s
structure of connoisseurship, criticism and educational evaluation, as well as why
educational criticism can be trusted as a method of educational research.
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The Structure of Educational
Connoisseurship
In “The Ecology of School Improvement,” Eisner (1988) identified five
dimensions that inform the school ecology: the intentional, the structural, the curricular,
the pedagogical, and the evaluative. Eisner (1991) described the relationship between
these five dimensions and the structure of educational connoisseurship as follows:
Connoisseurship, unlike criticism, is a private act. Its aim is to appreciate the
qualities that constitute some object, situation, or event. To be a connoisseur in
some domain means to notice or experience the significant and often subtle
qualities that constitute an act, work, or object and, typically, to be able to relate
these to the contextual and antecedent conditions. (p. 85)
As a connoisseur of my school site, I used Eisner’s (1988) ecology of schooling as a
framework to evaluate the multiple contexts and conditions of the learning environment.
For example, Eisner’s school ecology can frame the characteristics and contexts of a
learning environment through its aims, known or unknown, location, schedules and
routines, subject matter, educational experiences, tools and methods for instruction, and
the methods for assessment, to name a few. Eisner (1988) presented that “the qualities of
any school are influenced by various interacting factors” (p. 24), and that “the problems
of school improvement are ecological in nature” (p. 25), which are due to the
interconnectedness of a school culture and are unable to be solved in isolation. Therefore,
Eisner (1988) argued that multiple dimensions of the school ecology must be considered
for change to occur. Eisner (1988) summarized the relationships between these elements
of the school and its surroundings as follows:
Schools are like ecological systems. Given a critical mass, what one does in one
place influences what happens in another. When the mass is not critical, the
changes made in one place are returned to the earlier position by the others,
almost as a cybernetic mechanism keeps a rocket on a steady course. If significant
changes in our schools are to occur, our educational system needs to be viewed as
an ecosystem of mutual dependence. (p. 29)
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In seeking to understand and appreciate the interconnectedness of curriculum and
instruction, school culture, and the multiple dimensions of the school ecology at my site,
I also sought to know which dimensions international mindedness fall into and how
international mindedness may influence the school ecology. After all, international
mindedness may more heavily influence or be influenced by one or more of the
dimensions. Consequently, it was important to explore and evaluate the complex
relationships between the learner profile attributes, students and the school ecology
(Eisner, 1988). I looked for evidence of international mindedness in all five dimensions
of the school ecology to help understand how to improve the student educative
experience regarding international mindedness. To be clear, Eisner intended the use of
the ecology of schooling as a consideration, not a prescription, for a study. I decided to
address all five dimension of the ecology of schooling out of my curiosity of the
relationship between international mindedness and the school ecology at my site.
The Structure of Educational
Criticism
Just as Eisner (1991) described connoisseurship in relation to its five important
dimensions embodied in the school ecology, he described educational criticism in relation
to four major dimensions, including description, interpretation, thematics, and evaluation.
Eisner stated that while these major dimensions provide a structure for writing an
educational criticism, they are intended to provide “heuristic utility and should not be
regarded as prescribing an approach” (Eisner, 1991, p. 88). Although I used these four
dimensions to guide this study, I viewed them as “tools with which to work, not as rules
to follow” (Eisner, p. 89). I describe each of these four major dimensions in relation to
this study in more detail in the following two sections.
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Description and interpretation. To begin, Eisner (1991) presented description as
helping the reader to visualize or see the learning environment in an artistic way so as to
provide a level of “vicarious participation” through visualization and emotion (pp. 8990). In Chapter Four I used excerpts from reflective journal passages, participant
interviews, observational notes, and school and classroom artifacts to craft “thick
descriptions” (Merriam, 2009) through the use of vignettes, which are frequently used in
educational criticism. To bridge the connection from description to interpretation, Eisner
(1991) described these two dimensions of educational criticism as follows: “If description
can be thought of as giving an account of, interpretation can be regarded as accounting
for” (p. 95). Interpretation provides a lens for the critic to make meaning of educational
situations.
Thematics and evaluation. As I further explain in Chapter Four and Chapter
Five, during my analysis of the instructional arc, I reflected on question stems such as
what, how, and why to better understand teacher practices and student practices. I
identified four themes, including passion, intentionality, modeling, and reflection, that
emerged from my descriptions and interpretation of the school ecology. Eisner (1994b)
asked “What does it all add up to?” (p. 233). The answer to his question, an overarching
theme of becoming also emerged through reflection and analysis of the four thematics.
Eisner (1991) detailed that the critic weaves a story about a particular situation in
educational criticism, and “The theme, embedded in the particular situation, extends
beyond the situation itself” (p. 103). As Eisner (1991) described, the thematics “provide a
summary of the essential features” (p. 104). My analysis sought to identify the essential
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features evident in the collected data and the subtleties of the stories I share in Chapter
Four. The thematics are detailed in Chapter Five.
Finally, Eisner (1991) described evaluation as a “value judgment” on the part of
the critic (p. 100). Evaluation, according to Eisner (1976), asks the following:
‘What is the educational import or value of what is going on?’ To deal with the
educational import of classroom life is, of course, to do more than to describe or
to interpret it; it is to make some value judgements about it with respect to its
educational significance. (p. 145)
Eisner’s interpretation of evaluation is of particular interest to me in this study. As I
inquired within the introduction to this study, it is imperative to know how to develop the
IB’s mission statement in action: international mindedness. It is through the evaluative
dimension of criticism that I intend to better understand and articulate how this may
occur. Through this final dimension, I used my knowledge of the school ecology, and
application of a curriculum for international mindedness at my site to inform a value
judgment of what students took away from their classroom experiences and what may be
important for others seeking to foster international mindedness in IB schools.
Validity
In a qualitative study, validity differs from a scientific understanding of
validation, reliability, and objectivity. Glesne (2016) described validity in terms of
addressing threats to trustworthiness and consideration of possible ethical issues (p. 31).
Creswell (2013) synthesized the approach of many qualitative researchers, such as
Lincoln and Guba, in which they use alternative terms, such as “credibility, authenticity,
transferability, dependability, and confirmability, as ‘the naturalist’s equivalents’ for
internal validation, external validation, reliability, and objectivity” (Lincoln and Guba,
1985, p. 300, as cited in Creswell, p. 246). In educational criticism, Eisner (1991) sought
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to demonstrate credibility through the development of a three-pronged approach:
consensual validation, structural corroboration, and referential adequacy.
First, Eisner (1991, 1994b) and others (Uhrmacher et al., 2017) described the
approach of increasing credibility commonly used by educational critics: consensual
validation. This approach is supported by two processes: structural corroboration and
referential adequacy. Consensual validation is described as a “state of shared belief”
(Uhrmacher et al., 2017, p. 59) or “agreement among competent others that description,
interpretation, evaluation, and thematics of an educational situation are right” (Eisner,
1991, p. 112). This approach is similar to “member checking” (Merriam, 2009), or
soliciting feedback from the people interviewed. To increase validity, I shared the
descriptions, interpretations, and vignettes with the participating teacher to gain perceived
agreement of the findings and the interconnections between the instructional arc and the
school ecology. She provided feedback for specific edits and points of clarification,
which I included in the development of Chapters Four and Five. Her response is included
in the Final Thoughts section of Chapter Four.
Structural corroboration is described as “the presence of a coherent, persuasive
whole picture” (Uhrmacher et al., 2017, p. 59). As a result, multiple data types are needed
to inform and support the interpretation. According to Eisner (1991), “We seek a
confluence of evidence that breeds credibility, that allows us to feel confident about our
observations, interpretations, and conclusions” (p. 110). To meet this end, I developed
“naturalistic generalizations” (Eisner, 1994b, p. 233), or themes, and compared them with
the reflective journal, interviews, observation notes, and collected artifacts. As Eisner
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(1994b) pointed out, however, “nothing is so persuasive as a swindler’s story” (p. 238).
Thus, an additional layer is needed to increase credibility and validity.
This second process is the art of educational criticism: referential adequacy. I
help the reader gain a better understanding of the interconnections by using “thick
description” (Merriam, 2009), direct quotations, and my five senses to reveal the
subtleties of the themes through picturing, story, and metaphor. When successful, I will
help the “audience (teacher, community, other researchers and educators) to see
[international mindedness] education in a new way and for purposes deemed important”
(Uhrmacher et al., 2017, pp. 59-60). By doing so, I hope to provide a unique lens to help
inform and improve international mindedness education for local and U.S. public K-12
schools.
Research Questions and Study Design
In this study I examined teacher beliefs about international mindedness, the
development and implementation of a curriculum for international mindedness, and
student perceptions about international mindedness at an IB Primary Years Programme
school. I applied the frameworks of the instructional arc (Uhrmacher et al., 2017) and the
school ecology (Eisner, 1988) to guide this work at my school site, identifying the most
experienced IB teacher and one of her classes of students as participants in this study.
Four research questions framed this study:
Q1

What do teachers believe about international mindedness in themselves
and in students?

Q2

How do her beliefs inform her planning and implementation of the
internationally minded curriculum?

Q3

How do students perceive the curricular activities intended to help them
develop international mindedness?
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Q4

What is the significance of international mindedness for U.S. schools in
general?

Research Question One
Q1

What does an International Baccalaureate teacher believe about
international mindedness in herself and in her students?

To explore this question, I interviewed the teacher participant to better understand
her experience with IB and the phenomenon of international mindedness. In Chapter
Four, I used this interview to describe her belief system regarding what she perceives it
means to be internationally minded and how her beliefs relate to the IB Mission. I also
used the interview protocol from Appendix B as a personal reflective journaling tool.
This approach better allowed me to also share my beliefs as a co-author of our
international mindedness curriculum.
Research Question Two
Q2

How do her beliefs inform her planning and implementation of the
internationally minded curriculum?

To answer this question, the participating teacher and I used the IB Primary Years
Programme unit planner framework to design the classroom lessons, developing the
Collaborative or Independent Action Studio—International Mindedness (see Appendix
C). This lesson template provided for a unit of study of eight lessons, which lasted the
duration of the study. I compared what I learned of the teacher through interview and
observation to what was created and practiced in the curriculum.
Research Question Three
Q3

How do students perceive the curricular activities intended to help them
develop international mindedness?
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Through this line of inquiry, I sought to understand student perceptions of the
internationally minded curriculum through interactions such as social dialogue and
sharing stories (Holland, Lachicotte, Skinner, & Cain, 1998) or producing artifacts (Pahl,
2002). Nightly, after each observation, I also recorded additional reflections in a digital
journal. Altogether, I recorded approximately 45 pages of typed observations, social
dialogue, and reflective journaling. I observed students in the learning environment for
approximately eight hours. Additionally, I collected student-produced artifacts, including
their pre-assessments, Action Studio project handout pages, and photographs of their
final projects. Exploring how students understand who they are and how they relate to
others in the world was critical for improving future curriculum implementation and
increased understanding of international mindedness. By answering this question, I hoped
to provide examples of students grappling with becoming internationally minded.
Research Question Four
Q4

What is the significance of international mindedness for U.S. schools in
general?

Through the application of Eisner’s (1994b) method of educational criticism, I
intended to identify ways to improve teaching for international mindedness development
for others interested in the phenomenon to explore at their sites. I applied the four
dimensions of criticism: descriptive, interpretative, evaluative, and thematic. In the
descriptive aspect of the research, I attempt to describe relevant qualities of educational
life (Eisner, 1994b) within the school ecology (Eisner, 1988). I applied the evaluative
aspect to explore the value of my interview and observational notes and collected
artifacts in order to triangulate the data (Creswell, 2013; Merriam, 2009) and understand
how international mindedness influences and is influenced by the ecology of schooling.
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This analysis also drew from my personal experience as the principal. I described my
experiences to frame my evaluation of certain contexts, structures, and events to ground
the study. Accordingly, “The major function of the critic here is to apply educational
criteria so that judgments about such events are ground in some view of what counts
within an educational perspective” (Eisner, 1994b, p. 232). I then interpreted the
collected data, including interviews, observations, and teacher and student-created
artifacts to identify themes. Finally, in Chapter Four, I describe the learning contexts
through the use of vignettes, which are frequently used in educational criticism. In
Chapter Five, I sought to answer this question through a discussion of implications drawn
from the identified themes.
Data Collection and Analysis
I began data collection in March 2018, at which time I established contact with
the teacher participant, followed the informed consent process, and set up the interview
for early in the month. I also began recording reflections in my researcher’s journal at
that time. I later conducted the interview after school in the teacher’s classroom—a time
and location selected by the teacher, and the interview process took a little more than an
hour. We scheduled time later that month to plan the curricular unit for a Saturday
afternoon, again in her classroom, and met for approximately two hours. I started
classroom observations in early April 2018 and observed a total of eight, 50-minute
lessons, with a selected class of fifth grade students. The classes met on a rotating, fourday basis. I used multiple qualitative methods of data collection, including journaling,
both formal and informal interviews, observations, and artifact analysis in order to
describe, interpret, and evaluate a six-week unit of inquiry for international mindedness.
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Within the school setting, I focused on the beliefs, intentions, actions, and perceptions of
the classroom teacher, as well as the perceptions of the students.
The collection of these various data helped me identify themes, make evaluative
judgements, and present implications for further study. I sought to increase credibility
through a triangulation of the findings through Eisner’s (1991) approach of consensual
validation. I supported this process with data from personal observations and reflections,
teacher input, and student-produced artifacts and perceptions. I approached the data
analysis process through a system of reflective journaling, making marginal notes or what
Glesne (2016) described as memo writing. As Glesne (2016) suggested, I sought to
collect unique perspectives and thoughts in the moment: “Capture analytic thoughts when
they occur. Keeping a recorder in the car can help, as can jotting down your thoughts
wherever you happen to be, day or night” (p. 190). I reflected nightly in a journal after
each interaction: the teacher interview, curriculum planning session, and the classroom
observations. Frequently, I jotted down ideas on sticky notes at work or home as ideas or
connections emerged. Occasionally, I recorded voice messages capturing ideas too big
for a typical sticky note. As an alternative to traditional scientific systems of coding, I
employed a form of analysis typical in the arts and humanities: annotation (Uhrmacher et
al., 2017). This process included recording notes, connections, and figurative features on
the individual data I collected. My goal was to appreciate the subtle features that emerged
in the collected data, such as marginal notes and vignettes, both in small chunks and as a
collective, “interconnected whole” (Uhrmacher et al., 2017, p. 57). Through data
analysis, I identified themes from the data collected to present my findings and
implications. This process helped increase my understanding of the intentions of an
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internationally minded IB teacher, how those intentions were operationalized in the
curriculum and pedagogy, and what students took away from their experience
(Uhrmacher et al., 2017).
The Participants
Gaining access to the teacher participant was not difficult, as she shared a
common interest in learning more about IB and its aims. The teacher was in her twentieth
year of education and has previously taught at IB schools prior to coming to Concord
Elementary. Gaining access to student participants was more challenging. Of the selected
class of 24 students, I received consent from eleven student participants. After receiving
Institutional Review Board approval (see Appendix A), I engaged student participants in
the study using a process of informed assent (child) and consent (parent) to gain ethical
access. Some may feel that my position as principal within this site may pose a negative
power dynamic; however, my goal during the data collection process was to engage in as
normal a situation as possible. Teachers at my site were used to my role as principal as
instructional leader in providing pedagogical input and feedback, and students were used
to seeing me in the classroom observing and asking questions. Thus, my participation in
the planning (intended), observing (operational), and reflection (received) phases of this
study was very similar to how I typically interact with teachers and students at my school.
While the unit was taught, I observed a fifth grade class of students for a six-week
period. The teacher and I purposefully selected intermediate students because of their
ability to articulate their experience more clearly than their younger peers. Additionally, I
chose the site not only because of the relevance it holds for me personally and
professionally but also so that I could draw from my own experiences as a connoisseur of
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the school. This occurred through participant observation and in seeking to provide
increased insights into the relationship between Uhrmacher et al. (2017) instructional arc
and Eisner’s (1988) ecology of schooling.
Journaling
After each formal interaction with the teacher, students, or learning environment,
I recorded my thinking in a reflective journal. This typically occurred later in the day,
after all other school business was completed or I had returned home. I routinely dictated
these notes through a speech-to-text feature on my computer to aid in data input.
Additionally, I used the Teacher Interview Guide (see Appendix B) as a protocol to
reflect on my own beliefs as an educator and co-curriculum developer for this study.
Later, I added marginal notes and annotations to my journal entries to add to my thinking
and draw connections to other passages in the reflective journal, classroom observations,
or interviews. The intent of this process was two-fold: first, to deepen my
connoisseurship of the school ecology, and second, to leverage my role as participant
observer in the development of the curriculum. Creswell (2013) described the latter role
as one who is
participating in the activity at the site. The participant role is more salient than the
researcher role. This may help the researcher gain insider views and subjective
data. However, it may be distracting for the researcher to record data when he or
she is integrated into the activity. (p. 167)
Through this approach, my main participation was in the collaborative design of the
international mindedness curriculum and less in the day-to-observation of the lesson
implementation. The teacher and students acknowledged my presence in the classroom,
yet I was not a full participant in all daily activities. Furthermore, I had the flexibility to
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move in and out of informal interactions and questioning of students and teacher while
collecting data through observation and interactions.
Interviews
For the teacher interview, I scheduled a one-on-one, semi structured (Merriam,
2009) interview (see Appendix B). The interview took slightly more than one hour and
was scheduled in the teacher’s art classroom at the site. The teacher selected the location
and time for the interview. During the classroom observations, I asked informal,
unstructured questions, such as “What are you learning about?”, “If you could choose a
learner profile attribute to describe you/your work, what would it be?”, and “What
experience in this class has helped you become more __________?” of the students. I
generally asked 10-20 of these types of questions during a scheduled observation. During
some observations, I zoomed in on a particular collaborative team of students, increasing
my focused attention on their interactions with each other and the content. Student
responses from these informal interviews were included with my observational notes
from the classroom observations.
Observations
Classroom observations were of a single class of students and occurred for
approximately 50 minutes, every fourth school day for six weeks, totaling eight
observations. During that time, I also collected school artifacts, such as student work
from the eleven student participants and pictures of their final art projects. I also took
observational notes, using my computer only during the implementation of the six-week
instructional unit. There was one observation in which my computer battery ran empty,
so I had to resort to hand-written notes. Additionally, I recorded informal participant
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interview notes, and other school and classroom artifacts. Occasionally, I would sketch
with pen and paper, different situations or aspects of the classroom environment that
caught my attention.
Artifacts
During the classroom observations, I collected student-produced artifacts and
made observational notes of my interactions with the students. This included results of
their pre-assessment, pictures of the student learning projects, and their completed Action
Studio guides. At the end of the observations, I analyzed the artifacts produced by the
teacher and researcher over the course of the unit, including the lesson template, my
journal and observational notes regarding the classroom and school environments and the
participant's actions throughout the term. Additional teacher-created artifacts included the
Collaborative or Independent Action Studio—International Mindedness guide (see
Appendix C), a teacher exemplar, or model, for the student project, and teacher notes of
the students’ work. School artifacts included the school mission and vision statements as
well as IB documents from throughout the school, which reflected the “language of IB.”
As a result, I identified themes that helped me with the creation of an Internationally
Minded Mindsets that should help readers with a bright illumination of my learning and
as a tool for their personal exploration of becoming internationally minded.
The Site
For this study, I focused my attention on a single site: an authorized IB Primary
Years Programme public elementary school in a suburban region of the Rocky
Mountains. I refer to the site by a pseudonym, Concord Elementary School. Concord
Elementary consisted of approximately 550 students, in grades kindergarten-fifth. The
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reported racial make-up was 68% Latino, 26% White, 1% Black, 2% Asian, 2% two or
more races, <1% Native Hawaiian or other Pacific Islander, and <1% Native American.
Concord Elementary also received federal Title I support, which was determined by a
percentage of students qualifying for free or reduced lunch. Thus, demographics reflected
some diversity and modest levels of poverty. In this inquiry-based, constructivist learning
environment, students explored six, six-week units of inquiry. These 36 units of inquiry
were organized by transdisciplinary themes to help students construct personal meaning
and knowledge within global contexts.
Limitations of the Study
This study could not address everything associated with IB or international
mindedness, and I acknowledge that certain challenges existed. For example, some
challenges existed regarding site and participant selection. Because of the unique
interpretation of international mindedness being almost exclusively used by IB, I only
focused on the learning environment at an IB school. Since I identified a gap in the
literature related to qualitative educational evaluation at the Primary Years Programme
level, and since my professional work experience is interconnected with IB at the Primary
Years Programme level, I focused this study only at that level. Because of the relevancy
to my work as a school leader at a Primary Years Programme, I focused site selection for
this study on a site that I know and appreciate intimately, my own: Concord Elementary.
By design, I also sought to include teacher participants at Concord whom I perceived
have a predisposition toward and experience with international mindedness. This
approach also limited the inclusion of many other teachers at Concord, as both IB and
international mindedness are newer concepts to our staff, who have only recently
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embarked on the IB journey. My perception of which potential participants were more or
less internationally minded limited the participant pool. Thus, with a focus on a single
school site, a single classroom, and a single teacher, the intent of this study was not to
make generalizations to other school sites, classrooms, or teachers, but rather to present
implications for others to consider regarding the unique contexts of their schools,
classrooms, and teachers. Additionally, I am fully aware of the inherent power dynamic
which exists between a principal, his teachers, and his students. In addressing this
challenge, I knew that I must demonstrate credibility, trustworthiness, and a commitment
to ethical research throughout the study.
An additional limitation involved the dual roles I experienced as the site principal
and researcher. Twice during classroom observations, I was faced with the demanding
responsibility of a school leader and was called away due to other students experiencing a
crisis in the school, which required my immediate attention. My professional school
duties superseded my responsibilities as a graduate student. These two abrupt departures
likely impacted the classroom environment and certainly inhibited my ability to observe
for the duration of the class period. While conducting this study at another IB Primary
Years Programme site may have minimized this type of dilemma, it would not have
allowed me to share the same appreciation and connoisseurship of this school site needed
for a successful educational criticism.
Moreover, through a review of the literature, I sought to identify what
international mindedness is and what it is not. However, this influenced my decision to
dismiss much research conducted by IB itself, as I assumed that the literature likely
carried a pro-IB bias. This was informed by a perception that the origins of IB are
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embedded in western values (Tarc, 2009) and elitist tendencies (Cambridge &
Thompson, 2004; Hill, 2012; Hill & Saxton, 2014; Resnik, 2012). The delimitation of not
including more IB research in this study was through my awareness of the criticism of IB
(Haywood, 2015). A literature review heavily supported by a singular perspective would
likely bring about suspicion or doubt regarding my findings.
Finally, Eisner (1994b) framed a standard misperception about the
generalizability of qualitative inquiry as such: “What can be learned from a form of
inquiry that is not scientific in its aims and procedures? I believe educational criticism
yield two types of generalizations. . . . refined processes of perception. . . . [and] the
creation of new forms of anticipation” (p. 242). These processes of perception relate
directly to connoisseurship, in which Eisner (1994b) compared the generalizability of
connoisseurship to applying similar skills to multiple contexts. For example, not only
would I consider myself a connoisseur of ice cream scoops, but I also have a deep
appreciation for Route 66, 1930s “depression glass,” and my school environment. Eisner
(1994b) proclaimed that “skills generalize” (p. 242), and he approached processes of
perception and “anticipatory frameworks” as an aim of educational criticism. According
to Eisner (1994b), “What educational criticism does is to help us appreciate the
uniqueness of a set of circumstances; but this uniqueness can be appreciated only if we
consider it against a backdrop of other instances and circumstances” (p. 243). I approach
ice cream scoops, Route 66, depression glass, and my school environment against similar
backdrops through experience, observation, perception, and appreciation. My care and
appreciation for one increases my connoisseurship for the others in a reciprocal
relationship. Applying these processes of perception informs what experiences one may
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anticipate to occur in other learning environments. The creation of new forms of
anticipation as the aim, not generalizability in a scientific sense, may lead to criticism
from others; however, since the IB programme and the diversity of its staff and students
are often unique to local environments, the dynamic approach of educational criticism is
needed to understand the uniqueness of these school environments and make value
judgements based on the experiences and connoisseurship of the researcher.
The Role of the Researcher
I have a personal interest in international education and would consider myself an
internationally-minded school leader. In 2001, I volunteered with the Peace Corps, with a
focus on Teaching English as a Foreign Language in Bangladesh. I have since traveled to
Belize, Canada, Honduras, Mexico, and China, for myriad reasons, including cultural
exchange, language immersion, and world service. My current school site actively
participates in an educational exchange with four sister schools located within the
Lancetilla Botanical Gardens near Tela, Honduras. We also maintain an agreement for
cultural exchange with the North China Electric Power University affiliated schools in
Beijing, China.
Sparking a similar interest in the lives of my own students as they grow in the
attitudes and attributes of international mindedness and develop a continued curiosity for
learning and interacting with others also motivates my research interests. As Noddings
(2005a) reflected on the words of Dewey, "What the best and wisest parent wants for his
own child, that must the community want for all its children. Any other ideal for our
schools is narrow and unlovely; acted upon, it destroys our democracy" (Dewey, 1902, p.
3), she realized that as a caring and empathetic community of learners, we must want the
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same ideal for all children (p. 180). Consequently, it is not enough for me to simply want
to make a difference for my own children nor just the children at Concord Elementary.
I must disclose other beliefs that I hold true. For example, I believe to create a
better world for future generations, educators must aspire to become internationally
minded: “a striving towards a profound level of understanding of the complexity and
diversity of human interactions" (Hill, 2013, p. 9). I believe that failure to do so will
result in continued international turmoil, distrust, and hegemonic tendencies. As
interactions with others with differing values and cultural norms increases on local and
international levels, students need to develop values similar to those identified in the IB
definition of international mindedness and the learner profile. Noddings (2013) argued
that in the 21st-century it is time to move from competition to cooperation. As we are
increasingly living and interacting in a global community, there should be more focus on
collaboration, dialogue, interdependence, and creativity (Noddings, 2005b). Failing to
create a personal awareness of open-mindedness toward others and our differences will
only result in continued social and political conflict and isolationism. The intent of this
study is to improve education for international mindedness. Together, we must make the
world a better place for all of us. In the following chapters, I present how we can do this
by infusing more passion for those causes we hold most dearly in our hearts,
intentionality in our actions involving others, modeling in our behaviors, values, and
beliefs for others to see in our practices and in what we produce, and reflection on our
practices and development toward becoming internationally minded.

74

CHAPTER IV
DESCRIPTIONS OF BECOMING
INTERNATIONALLY MINDED
Cast of Characters
During the initial introductions to the study, Mr. Principled—that’s me—stood at
the front of the classroom to explain the opportunity that this particular class of art
students would have this semester. I looked out across the room, where little more than
twenty fifth-grade boys and girls sat, clustered together in groups of four, five, or six.
They were mostly faces of color. A friendly and excited chatter pervaded the room.
“Class, class,” I exclaimed.
“Yes, yes,” was the synchronous reply. Then silence.
“Good afternoon! I am excited to share a little about myself that most at this
school don’t know.” I explained to the students that their principal is also a graduate
student pursuing his doctorate of education. “I wear two hats,” I continued, gesturing the
taking off of one imaginary hat and putting on another.
“I am a student, much like you. And this spring you have an opportunity to help
me with my learning as I try to understand more about how your teacher and I might help
students become more ‘internationally minded’ through an Action Studio for
international mindedness.”
The study, the teacher-principal collaboration, the Action Studio curriculum, a
period of six weeks of art observations, and the asking of questions (much like Mr.
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Principled normally does when he is wearing his imaginary principal hat)—the students
responded enthusiastically and were beginning to understand why I was standing before
them and beside Mrs. Reflective, their art teacher.
While slipping up and down the classroom aisles and passing out the written
protocols to each table group, I continued to explain the process of informed consent to
participate in the study, the need for parent permission, and the student’s right to not
participate at all or to stop participating at any time.
“To help protect your identity,” I continued, “anyone participating in this study
will have an opportunity to choose a pseudonym or a fake name. Be creative—these
names can be fun!”
Although many of the students didn’t appear to me to be concerned with some
unknown academics knowing who they were, what their involvement was in the study,
how they were involved or participated, or why anonymity even mattered, it mattered to
me—Mr. Principled.
One student eventually had a suggestion: that the pseudonym could be based on
the IB learner profile attributes. And in that moment, a cast of characters emerged.
Thus, in a throwback to Roger Hargreaves’ Mr. Men and Little Miss series, all
characters are hereby referred to by their chosen learner profile attribute (Balanced,
Caring, Communicator, Inquirer, Knowledgeable, Open-minded, Principled, Reflective,
Risk-taker, and Thinker) preceded by the appropriate title, Mr. or Little Miss. This is in
no way intended to dehumanize the participants or their identities but has proven to be a
fun way to refer to the participants without openly revealing their identities. I hope the
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reader will appreciate the humor and lightheartedness of this pseudonym naming
protocol. The school, district, and location are also pseudonyms.
Introduction
In this chapter, I use two dimensions of educational connoisseurship, description
and interpretation, to create an interplay of showing and explaining what was observed
with credibility and believability. Description provides two purposes: establishing a
foundation upon which to build the interpretations, and providing a context for the
audience (Uhrmacher et al., 2017). According to Eisner (1991), “Description enables
readers to visualize what a place or process is like. It should help them ‘see’ the school or
classroom the critic is attempting to help them understand” (p. 89). Framed by the adage
of “If the shoe fits, wear it,” a successful interplay between description and interpretation
“provides not only for the size of the shoe, but also its color, style, and usefulness for
different purposes” (Uhrmacher et al., 2017, p. 39).
While three of the eleven student participants were identified as English language
learners, each was at the upper Fluent English Proficient level. Language acquisition and
the students’ ability to articulate ideas was not a consideration in this study. In all, nine
works of art were produced as a result of the Collaborative or Independent Action
Studio—International Mindedness project (see Appendix C). This co-created
international mindedness curriculum was aligned to Colorado’s visual arts standards and
focused on the ten IB learner profile attributes. Students completed a pre-assessment,
which included the following two questions: “What does “international mindedness”
mean to you? Of the ten learner profile attributes, which are you currently most curious
about understanding better or would like to better exemplify? Explain your thinking.”
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Once students selected an attribute, they were prompted to sketch a plan for their artwork,
including choosing an art style, National Geographic Magazine images and media, and a
connection to another country or culture. The teacher approved each student plan prior to
creating their art. As a final act, students reflected on the process and product, answering
the following two questions: “What did you learn about international mindedness in the
process of making your art? How did your understanding of the learner profile attribute
you selected change?” Both questions were accompanied by sentence stems to guide
student responses. These sentence stems included “I used to think . . .” and “But now I
think . . .” The entire international mindedness unit modeled the IB “action cycle”:
choose, act, reflect. Student work was scored using a four-point art rubric. As a
culminating activity, students created titles for their work and publicly displayed the
work along with artist statements for a classroom showcase, or gallery walk, on the final
day of the unit.
Through a process of data analysis and interpretation, I also use multiple
vignettes, a common method found in educational criticism, to richly depict the stories of
the participating teacher, the school ecology, and the student experience. Eisner (1991)
described description and interpretation as follows: “If description can be thought of as
giving an account of, interpretation can be regarded as accounting for” (p. 95). I
organized these vignettes by theme and framed them through Eisner’s (1994b) three
questions for effective interpretations: “What does the situation mean to those involved?
How does this classroom operate? What ideas, concepts, or theories can be used to
explain its major features?” (p. 229). I also sought to identify themes by crafting vignettes
framed by dimensions of the school ecology: intentional, the structural, the curricular, the
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pedagogical, and the evaluative. I further detail the thematics, evaluations, and
implications in Chapter Five. Passion, intentionality, modeling, and reflection emerged as
themes as a result of the interpretation. Before analysis of the themes, I begin by
responding to Eisner’s (1994b) three questions for interpretation.
What Does the Situation Mean
to Those Involved?
To answer this question, I turn to Eisner’s first dimension of the school ecology—
the intentional. Eisner (1991) described the intentional dimension as the “goals or aims
that are formulated for the school or a classroom” (p. 73). Both the IB mission and
Concord Elementary mission infer an aim of developing international mindedness in
students. Collectively, the teacher participant and researcher’s goal in the development of
the unit of inquiry was to foster student international mindedness development. For this
study, I was interested in the intentions of the teacher in the development and
operationalization of the international mindedness curriculum we co-developed. I
formally interviewed the teacher using the attached Teacher Interview Questions
(Appendix B) before we co-wrote the unit of inquiry. Through this process, I began
noticing subtleties about Mrs. Reflective, which emerged as the theme of passion. I used
the interview and my journal reflections during the curriculum writing phase to better
understand the teacher intentions, which inform the intended curriculum (Eisner, 1994b)
The intended curriculum is what Eisner (1994b) described as “the course of study that
which is planned” (p. 32). Additionally, I informally interviewed the student participants
to better understand their perceptions of international mindedness before and after the
unit of inquiry. Finally, I offer thematic interpretation of the descriptions and vignettes,
revealing how those intentions were actualized (or not actualized) in the teaching of the
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unit of inquiry. I now turn to Eisner’s (1994b) second question of effective
interpretations.
How Does this Classroom Operate?
I used school and classroom artifacts and observations to better understand the
structural and curricular dimensions of the school and classroom sites and how it impacts
those involved, including the teacher, researcher, and students. According to Eisner
(1991), the structural dimension deals with how the organizational forms of schools, such
as daily schedules and grading systems, influence student learning (pp. 74-75). For
example, the observed class met on a rotating schedule, for 50 minutes, once every four
days. Most weeks the teacher and students engaged in the lessons and instruction once
per week, and a couple of the weeks, two classes were scheduled during the week, each
on a Monday and Friday. Classes consistently met directly after the last recess and lunch,
late in the afternoon. I generally checked in with most participating students during each
observation. Another structural element involved my role. During two of the classroom
observations, I was unable to fully observe the daily lesson. As researcher and principal,
these dual roles were at times in conflict. Twice during the study, I was called away from
the classroom to help support students in crisis who were in other classes. The needs of
those students, and the systems of support which required my immediate assistance
superseded my researcher duties at those moments. As a result, the support structures at
the school site influenced my ability (or inability) to actively observe and collect data for
the full duration of the class period. Additional structural considerations included teacher
routines and classroom procedures, which influenced the operationalized and received
curricula. Before one observation, I intentionally scanned Mrs. Reflective’s classroom
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environment, which I describe below to provide context of the classroom environment to
the reader.
Opening the doors of the classroom context. I stood at her classroom door,
visually working my way from my left to right. Immediately outside the door is a student
chair and desk. A small, neat box sets on top with reflection activities, specifically for
students needing space away from their peers for the purpose of reflection on their
behaviors. In my experience, I rarely recall Mrs. Reflective directing students to access
this space. The classroom is thirty years old, with a tiled floor—the wax dulled to a matte
surface from six month’s use since the last wax and polish. The door is solid. A window
to the hall is beside it to the left. There are many other doors in this room.
Just inside, there are double doors immediately to my left. A brown sign with
white lettering reads, “Kiln.” The doors are adorned with three posters of printed art—a
blocky-geometric, modernist piece; a building with lines and colors reminiscent of
Edward Hopper; and an abstract scene of a pond—all pieces I do not recognize outside of
this room. Three black and white signs sit beneath the prints: “Non-objective,”
“Realistic,” and “Abstract.” The kiln came with the building and despite being
operational, it is in need of replacement—a likely fire hazard. To the right of the kiln
door is another door: “Storage.” This is what remains of a narrow passage way between
this room and the next, now flanked with floor-to-ceiling industrial steel shelves
overloaded with supplies. The route is impassable. Two lamps hang from a hook, with
dangling cords and reflective domes. Popsicle sticks. Bottles of Elmer’s glue.
To the right of the storage closet doors is Mrs. Reflective’s project model—a
reflective mask. Mrs. Reflective used clever and personally relevant modeling to help
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students experience the process and the product, later detailed in the vignette The Eyes
Are the Mirrors of the Soul. Next is a row of cubbies, organizers, and shelves, along a
padded partition, which divided the art room from the adjacent class. At the end of the
partition is yet another door—one that is rarely opened and often unnoticed. This draws
my eyes to the front of the classroom, where Mrs. Reflective is regularly able to draw the
students’ attention to the projected digital content on the whiteboard. There are also
additional pieces of printed artwork posted along this wall and on the white board. A
table sits centered along the wall, a few feet into the center of the class. Mrs. Reflective
spends a good deal of her instruction addressing the class from this area. An imaginary
triangle could be drawn between the white board, the demonstration table, and her desk.
If boxes were triangular, this space frequently boxes in Mrs. Reflective’s movement
when lecturing, as evidenced in the worn patterns on the wax of the dull tile. By contrast,
student work time is different, and Mrs. Reflective is on the move, getting her steps in
between student check-ins.
Above the west-facing windows are a series of copy-paper sized black, red, and
white printed posters. There are ten, which correspond to each of the ten learner profile
attributes. One, which catches my eye, has a black and white picture of what appears to
be a polar bear performing a backstroke in a sea of black with white wake, looking
straight at the photographer. The words “BE REFLECTIVE” stand out against the
background in all caps, followed by “Consider your own experience. Understand your
strengths and limitations. Support your learning and personal development.” Each of the
other nine attribute posters expound on the ideas of the learner profile in a similar way.
Each has uniquely eye-catching black and white photos of wildlife.
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Below the windows rests her desk. A computer monitor and accessories clutter
the top and are hidden behind a 90s-style boom box and black plexi-glass dry-erase
board. I commented on this space during one observation:
The music playing is from Bob Marley and the Wailers and Mrs. Reflective has
taken the creative liberty to draw a depiction of Bob Marley in blue with the word
“Jamaica” written in white. This is posted on with blue paint pen against a black
“white board.” She also has a CD case displayed with information about the
music available for students. There is no explicit connection between the present
activity in the music nor any explanation for why Jamaica was chosen as the host
country for today’s music. This may have been explained at another time.
A wall of cupboard doors borders the north of the class. A counter separates the two tiers
of cupboard doors, piled with neatly organized bins and dividers, and each filled with art
supplies of various colors, sizes, and textures. Paints and brushes. Water cups. Paper.
Paper towel. A sink sits at the end of the counter, and I arrive back to the classroom
entrance.
The center of the classroom is symmetrically divided by six tables, each with six
short stools, which when not in use, are neatly tucked away under the tables. The
groupings all have order and purpose, enabling Mrs. Reflective to strategically place
students and quickly circulate the room during student work time.
When asked to describe her classroom, she opened a metaphorical door to her
perceptions of the structural environment:
“I like to focus on art from other cultures and help students make connections.
Integrating art, literature, music and art artifacts, the Action Studio begins to
create a community connection. I also try to make connections conceptually such
as focusing on humanity and not just at the local level.”
Later observations demonstrated her intentionality in connecting learning opportunities to
classroom artifacts and realia. Other questions sought to dig deeper:
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“How might teaching for international mindedness affect your classroom
environment?”
“It should affect their thinking and belief system, and through the behaviors or
actions of students, and our own actions.”
“How might teaching for international mindedness affect the culture of the
school?”
“It will hopefully change intolerance of unfamiliar cultures. I have hope that now
moving toward inclusion [of English learners and special education students in the
general education classroom], we will build a tolerance in celebration of other cultures.”
Mrs. Reflective also approached her classroom organization and instruction with
intentionality and purpose. Almost everything in the classroom had its place. Many items
were labeled to indicate exactly what it was or where it belongs. Mrs. Reflective
consistently started classroom instruction promptly on time and brought closure to each
lesson with a precise amount of transition time to have the students ready for the hand-off
to the homeroom teacher.
Structural and curricular dimensions. In responding to Eisner’s (1994b)
question “How does this classroom operate?” I have provided context to a structural
dimension of the school ecology: a detailed description of the classroom environment,
including how it is laid out and for what purpose. I inquire of Mrs. Reflective about her
choices in how she structures her class, which influences the inclusion of music,
literature, and cultural artifacts into her classroom. She has IB posters which reflect the
language and structure of IB and the learner profile attributes, and she references them in
her teaching. She provides modeling of the process and product for students and models
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work production as well. The curricular dimension was also a consideration in answering
this question. According to Eisner (1991), “One of the most important aspects of
connoisseurship focuses upon the quality of the curriculum’s content and goals and the
activities employed to engage students in it” (p. 75). Much of my classroom observation
focused on teacher actions and student actions and subtle qualities embedded in the
lesson and instruction. This dimension is a keystone in observing for and analysis of the
bridge between the intended, operationalized, and received curricula depicted in the
instructional arc (Uhrmacher et al., 2017). I now turn to Eisner’s (1994b) final question
for interpretation.
What Ideas, Concepts, or Theories
Can Be Used to Explain
Its Major Features?
I address this question using Eisner’s (1991) fourth dimension—the pedagogical,
and the fifth dimension—the evaluative. Eisner relates the pedagogical dimension to
teacher actions as follows:
It is easy to be hard on teachers if one tries to appraise an act of teaching by
comparing it to its ideal case. . . . It is more reasonable not to relinquish ideals, but
to moderate them by considering the context in which the teaching occurs and the
aims the teacher embraces. (p. 77)
Thus, a fair description and interpretation of teacher actions must be couched in terms of
context related to the other dimensions. I address the pedagogical dimension through the
use of vignettes to describe teacher and student actions during the observations.
The evaluative dimension. Eisner’s (1991) evaluative dimension helps answer
the question posed in the last portion of the Uhrmacher et al.’s (2017) instructional arc:
“What did the students learn/experience?” (p. 24). The evaluative dimension not only
helps teachers, schools, and districts make value judgements about the quality of the
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curriculum, for example, but it may also be leveraged to help inform students of their
progress and understanding of a certain topic, situation, or process. Eisner (1991) further
explains this dimension by stating the following:
Evaluation practices, particularly testing practices, operationalize the school’s
values. More than what educators say, more than what they write in curriculum
guides, evaluation practices tell both students and teachers what counts. How
these practices are employed, what they address and what they neglect, and the
form in which they occur speak forcefully to students about what adults believe is
important. Because of the importance of evaluation, it is a critical subject for
educational connoisseurship. I believe no effort to change schools can succeed
without designing an approach to evaluation that is consistent with the aims of the
desired change. (p. 81)
Consequently, I sought alignment between evaluation of the students and IB philosophy,
as this philosophy informs the aims of the school. This was the impetus for the theme of
reflection. Evaluation frequently occurs through teacher and student reflection at the
Primary Years Programme level. Often, this reflection is in response to certain criteria, or
standards, for the content assignment. Since IB schools value international mindedness,
systems must be in place to help students construct their own understanding toward
becoming internationally minded, in addition to performance on content standards.
Students should not only be able to articulate what international mindedness is, but also
value why international mindedness matters or why anyone should care. The what, how,
and why of international mindedness emerged as a consideration after data collection was
completed.
Thematics. In the sections that follow, I provide descriptions and interpretation
through the use of vignettes, organized by four thematics: passion, intentionality,
modeling, and reflection. An overarching theme of becoming internationally minded
encompasses the four thematics. The vignettes were crafted from interviews, school
artifacts, reflective researcher journal entries, and observations kept during the research
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process. Many vignettes spotlight student participants and their artwork, and those
vignettes are named as such. Pictures of the artwork produced by the teacher and students
are located in Appendix D, and are referenced individually when providing researcher
interpretations. In all cases, an artist statement accompanies the picture artifacts, unless
no artist statement was completed by the participants. In all, nine international
mindedness art projects were completed and submitted for this study: one teacher model,
and eight student work pieces.
The first theme, passion, is supported by three vignettes: A Tale of Two Loves,
The Risk-Takers, and Little Miss Inquirer. Intentionality is supported by seven vignettes:
Mr. Principled’s Bias; International Mindedness Is Us; Timelines; An Opener of
Doors; Little Miss Communicator; Mr. Balanced; and Little Miss Collaborative, Mr.
Collaborative, and Mr. Inquirer. The theme of modeling is supported by three vignettes:
The Eyes Are the Mirrors of the Soul, Widening of the Mind, and Mr. Open-minded. The
theme of reflection is supported by four vignettes: Trusting the Spiral, Mrs. Reflective’s
Regret, Paper Mâché and Sticky Notes, and Mr. Thinker. I spotlight Little Miss Caring
and her artwork Expanding Heart in an introduction to the what, how, and why of
international mindedness before bringing closure to Chapter Four with my final thoughts.
Passion as International Mindedness Curriculum
Nothing great in this world has ever been accomplished without passion.
—Wilhelm Friedrich Hegel
Introduction
In this section, I describe the theme of passion as it relates to international
mindedness and IB philosophy. Passion has many interpretations. References to the often
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capitalized Passion, or suffering, of Christ, and lower-cased passion, or desire, for one’s
lover are among them; however, the passion observed in Mrs. Reflective’s values and
beliefs falls into two meanings within the definition: 1) an intense, driving, or
overmastering feeling or conviction, and 2) a strong liking or desire for or devotion to
some activity, object, or concept (Passion, 2018). Vallerand (2016) also identified a
dualistic model of passion toward an activity, such as art, the environment, learning, or
international mindedness. Vallerand (2016) defined passion as a strong inclination toward
a self-defining activity that people love, find important, and in which they invest time and
energy. During observations passion was revealed in many forms: action,
environmentalism, and inquiry. These three forms were found in Eisner’s (1988)
intentional dimension of the school ecology. These forms are described and interpreted in
the following vignettes: A Tale of Two Loves, The Risk-Takers, and Little Miss Inquirer.
Mrs. Reflective’s passion for her two loves: art education and IB is clearly visible in her
actions.
A Tale of Two Loves: Passion as
Intentions in Action
Mrs. Reflective is an art teacher at Concord Elementary School, a kindergarten to
fifth grade public elementary IB school in the Sunny Acres School District. Concord’s
student body is relatively diverse and comprised of families experiencing poverty.
Approximately 70% of students are Latinx, and collectively, students speak more than
eight languages. Just over 65% of families meet the federal criteria for free school meals.
Mrs. Reflective was drawn to Concord in 2015 when she learned it was seeking to
become an IB World School. She had previously worked in IB schools, most recently as
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a first grade teacher, and she yearned to return to this type of school, one which shared
her core values for life and learning.
Mrs. Reflective, a New Mexico and Colorado transplant, originally from southern
California, has been teaching for twenty years, mostly first, second, and third grades. Art
school attracted her to Santa Fe, and her growing family drew her north to Colorado. Her
first IB teaching experience was in 2007. And she fell in love.
“My first love has always been art and art education” she stated during the formal
interview.
I was on the interview team when she applied to Concord and was impressed with
her passion for her two loves: art and IB. Concord offered an opportunity for her to enjoy
both at last. She was hired on the spot.
Slender, of average height, with brown and occasionally fun-colored hair, Mrs.
Reflective is in her early fifties. She is married with a grown son and teenaged daughter.
She is a kind and caring teacher, who is knowledgeable and passionate about her content,
others’ belief systems, music and world cultures. Her authentic passion especially shows
through when she begins talking with her hands, with folded fingers and sweeping
motions one might associate with a west-coast Ska punk artist, reminiscent of a 1990’s
Gwen Stefani music video. I first shared some of my doctoral thinking with her in spring
2017, and by the following year I was observing Mrs. Reflective’s classes for this study
during the months of March, April, and May 2018. At her suggestion, we identified the
“most creative and balanced class” of her fifth graders at Concord. I later noted in my
journal her excitement working with this particular class, as she increased her sweeping
hand movements—with two middle fingers folded down and index and pinky fingers
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extended—a common sign representing love. I could tell she was authentically passionate
about this particular class of kiddos.
From this vignette, I consider Eisner’s (1994b) question, what ideas, concepts, or
theories can be used to explain its major features. Connelly and Clandinin (1988)
described a dialectic view of theory and practice, stating that “practice is theory in
action” (p. 94). The two are interconnected and inseparable. For Mrs. Reflective, her
passion for art education and IB share a more harmonious interconnection, which is
observable in her intentions and actions. Her intentions to include the “most creative
class” speak to Eisner’s (1988) intentional dimension of the school ecology. He wrote,
“intentions establish direction and priorities. . . . and intentions tell the young what adults
think is important for them to learn: they convey our values” (Eisner, 1988, p. 25). Mrs.
Reflective’s choice to pursue her first passion, art education, in an IB school, and
Concord’s decision to hire her is a demonstration of our shared values and priorities.
IB (2009) also promotes action that is responsible, purposeful, and beneficial. As the
reader will later observe, Mrs. Reflective’s purposeful actions (with intentionality) and
harmonious passion help demonstrate a bridge from the intended curriculum to the
operational curriculum.
The Risk-takers: Passion as
Environmentalism
Little Miss Risk-taker is a shorter, White female, with strawberry blonde hair.
Light sprinkles freckle her cheeks and nose. She and her partner, Mr. Risk-taker, a tenyear-old Latino male, worked together on an inquiry into the IB attribute risk-taker.
“Why risk-taker?” I ask.
“I want to be more of a risk-taker.”
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Sure, okay. I’m looking for more depth. “Tell me more.”
“I circled risk-taker because I am not good at taking a risk at things.”
I provide some additional wait time, and she gets the hint.
“I don’t feel like I take a lot of risks. When I looked at the other attributes, this is
one I don’t feel like I am good at yet.”
Okay—better.
Mr. Risk-taker is a Latino male with a short cropped haircut. He is athletic, neatly
groomed and well-liked by his peers. In responding to why he chose risk-taker, he
answered “I picked it because I am good at this one.” He, too, indicated an abstract
colored ink drawing connected to China “because colored ink is from China.” His sketch
of a similar mountain scene leads to less detail, with fewer mountain peaks with a wide
blue body of water in the foreground.
“What does international mindedness mean to you?”
“I don’t think I know what that is yet.”
“That’s okay—why did you choose the attribute risk-taker?”
“I want to be more of a risk taker because I am a little scared to try it.”
The two Risk-takers collaboratively design an abstract landscape with probably
the greatest amount of detail of any observed student design yet. Early on, I sense an
elevated level of interest, or passion, for the theme of their art work: environmentalism.
Merriam-Webster defines it as follows: “2) advocacy of the preservation, restoration, or
improvement of the natural environment; especially, the movement to control
pollution” (Environmentalism, 2019). Nine mountain peaks are the focal point, with
each tip of the mountain slated for National Geographic inclusion. A large and yellow
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sun with alternating yellow and orange beams as proposed for the upper right hand
corner. A planned blue pool of water is sketched beside a green hill, and what appears to
be six neatly stacked bowling balls sits in the foreground. This is intended to be an
abstract, colored-ink drawing.
As I circulate the room, checking in with the students, it appears most students
know that colored ink originated from China. Little Miss Risk-taker is another example
of students making the China connection to colored ink. There does not appear to be a
deeper cultural understanding or inquiry. Regarding international mindedness, Little Miss
Risk-taker responded with, “I have no clue,” and on her Action Studio project prompt,
“IDK (I don’t know).”
As the semester progressed, I followed up on her internationally-minded progress.
“What did you learn about international mindedness with this project?”
“I used to not know but now I think it means learning about other countries.”
“Okay. How did your understanding of risk-taker change?
“I used to think I have no clue what it means, but now I think it’s also the
reflection of my art.”
Half-way through the Action Studio, Little Miss Risk-taker began to demonstrate
an increased depth of understanding. A later review of her Action Studio project revealed
that Mrs. Reflective sensed the same, and she provided feedback to extend her thinking
and explicitly connect her reflection back to what it means to her now to be a risk-taker.
Mr. Risk-taker answered in a similar fashion:
“I used to think I did not know what [international mindedness] meant, but now I
think it means that you share other countries and cultures.”
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Little Miss Risk-taker ultimately received among the highest advanced rating for
her detailed art plan. For standard two, reflection, she received a partially proficient, and
did not respond to Mrs. Reflective’s written prompt on the connection to being a risktaker. Mr. Risk-taker received the same grade for a less detailed plan and similar
reflection.
As I detail each student participant’s experience in response to Eisner’s (1994b)
first question for effective interpretations, what does the situation mean to those involved,
I provide my own description and interpretation for each final project in the context of
the student process and product. Below is a reflection on Little Miss Risk-taker and Mr.
Risk-taker’s final project.
Risk-taking Mountain Tre-o: Researcher’s final project description and
interpretation (see Appendix D.1). The final work of art produced by these young
artists depicts an environmentally-friendly mountain scene. Three friends stand hand-inhand, each clutching a piece of trash beside a tree on a hill of green. A sign besides one
friend displays, “No litter.” Beside another of the three is the caption, “Hey, don’t ride in
the water! You will kill the animals!” In the distance, a stick figure rides a wave runner.
Another caption reads, “Don’t ride in there you will kill the duckies water.” Back on
land, trash is intermixed with growing vegetation and a lone sign stands upright to the left
of the page proclaiming, “Stop littering.” Sitting atop the center of the creative work, an
ironic, super-cool sun sports dark sunglasses—shading him from his own brilliant rays.
The snowcapped mountain peaks clipped from National Geographic showing partial
images cut from one globe. Seven cumulus clouds rest upon a blue sky. The signs and
message is clear: Little Miss and Mr. Risk-taker are passionate about the environment.
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The artwork is reminiscent of something Little Miss and Mr. Risk-taker might
enter for an environmentally friendly ad campaign for the Environmental Protection
Agency or the U.S. Forest Service, had the students been given the prompt “What can
you do to help the environment or reduce littering?” If so, perhaps Woodsy Owl’s
slogans of “Give a hoot—don’t pollute!” and “Lend a hand—care for the land!” would be
modernized, adding care and caution for victims of personal watercraft. What is not
observable in the students’ artwork, but was observed in daily interactions, is the
intentionality of choosing a personal experience to include in their work, one which is
demonstrative of their risk-taking: doing something that no one else was willing to do:
pick up trash. This was evident in the group’s actions throughout the observations.
Approximately mid-way through the unit study, I observed Little Miss Risk-taker
working in a trio: “We are risk-takers because no one else is doing this type of project.”
All three students are working on the picture at the same time.
“So what would you say is your most important learning?”
Her most important learning? “Trying to connect this to the other profiles (sic).
We are using Sharpies to make it pop!”
“What do you mean by pop?”
“To make it more bold, noticeable.”
I infer that she values her work and message, and she wants others to notice. I
shift my weight on the stool and turn to attention to her partner. Mr. Risk-taker is drawing
a picture of the Earth with animals and pollution.
“See—here’s a picture of a turtle with some soda trash around its neck.”
“So what is your most important learning so far?”
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His most important learning? “Figuring out how we were going to be risk-takers.”
Toward the end of the unit study, I checked in on the progress of the Risk-taking
mountain trio. “How’s it coming?” I inquire.
Little Miss Risk-taker responds, “We chose risk-taker and have drawn us picking
up the trash. We love the mountains and want to keep them clean. We are being risktakers because we are doing something that most people do not want to do.”
Her partner asks, “Why is there a smiley face in the tree?”
She responds, “We made a mistake, so we tried to cover it up.” The smiley is still
visible through the circular leaves, which reminds me of Bob Ross’ ‘happy trees,’ and is
likely reflective of her subconscious feelings toward nature and an effort to conserve
resources.
The two dialogue about needing another brown marker to color the mountains. He
perceives that it is out of ink. She refutes, “There is still enough ink for an ant or to color
someone’s brown eyes.” Very environmentally friendly, indeed.
Mr. Risk-taker continues the debate with emphasis, “So there is a small amount of
ink left, but not enough to color an entire mountain, but enough for an eye’s iris or an
ant’s exoskeleton.” The two start to laugh and keep working the brown to the last drop.
The team quickly wraps up their collaborative project and Little Miss Risk-taker begins
work on the artist statement.
Little Miss Risk-taker focuses on causation, “too much trash,” and connection,
“we all like mountains.”
Mrs. Reflective stops by to review their collective work. “Try to go deeper with
your connection to the learner profile attribute of risk-taker.”
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Little Miss Risk-taker responds with, “We are risk takers because we are doing
something that most people don’t want to do.”
“So you are telling me that you are being a risk-taker by picking up trash.”
“Yes, and we are describing how people shouldn’t go into the water with a
motorcycle [wave runner] because of the ducks in the water.” The explanation seems to
suffice, and Mrs. Reflective proceeds to scan the room and move to the next table.
In considering Eisner’s (1994b) question, “What ideas, concepts, or theories can
be used to explain its major features?” passion is a theme that is evident in these students’
work. Gousse-Lessard, Vallerand, Carbonneau, and Lafrenière (2013) posited a dualistic
theory of passion in their study on radical environmentalism, based on a work of
Vallerand (2010). Vallerand’s two passions are described as obsessive and harmonious.
Radical environmentalist would be described as obsessive, often taking extreme actions
toward their cause (Gousse-Lessard et al., 2013). The passion I observed of Little Miss
Risk-taker and Mr. Risk-taker is more representative of harmonious passion. This
resulted in their emotional connection to the environment, their actions, and their
artwork. Stern’s (2000) values-belief-norm model is another interpretive lens. Stern
found that one’s values and beliefs promote a personal sense of environmental obligation
leading one to take action (2000). The subtlety of conserving ink by using every last drop
and integrating a mistake in the artwork demonstrates these students’ harmonious passion
for the environment, and resulting in their actions. Instead of moving forward with fresh
supplies, which were readily available, their actions reflected their values to conserve
resources. This is also reflective of one of the six “transdisciplinary themes” at the
Primary Years Programme level: sharing the planet. According to the IBO, sharing the
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planet encompasses the following beliefs and values: “An inquiry into rights and
responsibilities in the struggle to share finite resources with other people and with other
living things; communities and the relationships within and between them; access to
equal opportunities; peace and conflict resolution” (2009, p. 12). The two students took a
risk by stepping out on a topic that held importance for them beyond the selected learner
profile attribute, which also had implications for them in the real world.
Little Miss Inquirer:
Passion as Inquiry
Little Miss Inquirer is a demure, eleven-year-old, White female, with lanky arms
and legs. She exhibits a bit of clumsiness, which is typical for her age and development—
her brain struggling to adapt to her quickly growing body. Frequently wearing undersized
clothing, Little Miss Inquirer brings a unique life experience to Concord Elementary.
Having a small circle of friends, she is well liked by most, but only truly known by those
closest to her. She’s open-minded, a risk-taker, and curious—the latter an IB attitude.
However, the learner profile attribute she chose was obviously inquirer. Her passion for
life-long learning begins to emerge.
“Why did you choose inquirer?” I investigate.
“Because,” she states, “I do not inquire a lot.”
She plans to do a paper mâché mask in an abstract and non-objective art style. She
is curious about the art style and wants to experiment with it as an “inquirer.”
She states, “I hope to find some map images to include in my project.” She
ultimately chooses a non-objective art style for her project, and her sketch is a twodimensional sphere, roughly thrown down on paper—a combination of crude graphite
and sleek wood pulp. Squiggly lines divide the sketch in approximately five equal areas,
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with an inverse sketch of a question mark extending from the top to the bottom of the flat
sphere. A lower case “ng” in written into each of the five areas, representing where she’d
infuse her work with National Geographic images. When done, her project will also
incorporate tempera paint.
Throughout the six weeks, Little Miss Inquirer worked independently on her
project. This didn’t mean that she worked in isolation, however, frequently interacting
with others, asking questions, commenting on their progress, and receiving feedback on
her own artwork.
Little Miss Inquirer starts off with a clean slate. I start with a question: “What did
you used to think about international mindedness?”
“I don’t know.” This is later reinforced in her international mindedness preassessment prompt, “What does international mindedness mean to you?,” in which she
responded, “I have no idea!!” with double exclamation points.
Of the ten learner profile attributes, her pre-assessment indicated that she “would
like to better exemplify being an inquirer because I don’t ask a lot of questions.” I
anticipate that an inquirer does more than ask questions. Merriam-Webster denoted
inquire as follows: “Verb: 1) to put a question: seek for information by questioning,
2) to make investigation or inquiry—often used with into, and 3) to search into:
investigate” (Inquire, 2018). During one observation, I begin to draft a list of the room,
identifying each group, abbreviated as G1, G2, G3. Group one has thinker,
knowledgeable, and caring. Group six included the inquirers. I check in.
“So why inquirer?”
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Responses vary: “I want to be able to ask more questions,” “I’m interested in my
learning and want to know more,” and “I think it means to ask questions and dig deeper.”
My attention turns to the first who adds on, “I think it means to ask questions about
things you are curious about.” Finally, the last one adds, “I picked it because I don’t
know what it means, and I want to know more about it.” I found this to be somewhat
ironic. Today, Little Miss Inquirer shifts her thinking from inquiry as questioning to
inquiry as exploration, curiosity, intrigue.
Little Miss Inquirer plans to do a paper mâché mask in an abstract and nonobjective art style. “I’m more curious about the art style and want to experiment with it,”
she adds, “as an inquirer.”
“What types of magazine pictures would you look for?”
She states, “I hope to find some map images” to include in her project.
As the semester continued; however, her thinking began to change.
“So during this project, how has your thinking changed about international
mindedness?”
“Now I think it is how we think about all the learner profiles together.”
“So what do you think about being an inquirer?,” I prod.
“I think it means asking questions. It’s asking questions and conducting research
to answer the questions.”
Inquiry is a messy process. The IBO (2009) made the following note about
inquirers: “They develop their natural curiosity. They acquire the skills necessary to
conduct inquiry and research and show independence in learning. They actively enjoy
learning and this love of learning will be sustained throughout their lives” (p. 4). Little
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Miss Inquirer’s developing understanding led her from questioning to curiosity, maps to a
mosaic of moving images that invoke curiosity in the viewer.
The Profile What?: Researcher’s final project description and interpretation
(see Appendix D.2). Little Miss Inquirer’s final project is visually stunning. The images
selected from National Geographic incorporate bold colors with subtle detail. Ultimately
no maps are used, as sketched out in her initial brainstorm. Instead—a fox-orange face, a
green eye, the head of an impala, a fireball, laser-like red bursts, and an interstellar
nebula lay interlocked. Chunks of green, purple, red, yellow, and black. Ultimately, there
is no question about it. Paper mâché is laid across a plastic mask mold. The mask rests
upon a black oval frame which sits atop geometric shapes of green, red, pink, lavender,
and purple paper of various sizes. The work is eye-catching, brilliant, and invokes
inquiry.
And it also makes me wonder: What are the thin red strands stretching across the
bridge of the nose? What is the origin of the flames where a mustache might be? The
work is beaming with life from green leaves to glimpses of animals, to a swirl of heat and
cold dust and gases swirling in space. There is a lot in the universe and at home to
wonder about, to explore, to learn. In responding to Eisner’s (1994b) question, what does
the situation mean to those involved, I am particularly struck by this piece of work. Little
Miss Inquirer demonstrated curiosity about her project, made meaningful connections to
the learner profile attribute, inquirer, and created a sense of wonder for her audience
through the use of colorful, provoking images. This is also inclusive of the intentional
dimension. According to Eisner (1988), “Students need to have a stake in what they
learn, and not simply in the grades they might receive. In our desire to standardize
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curriculums and to apply common standards, we have undermined the importance of
genuinely meaningful learning” (p. 27). Making meaningful connections was the
intention of both the teacher and researcher, and I believe Little Miss Inquirer shared this
same intention once she understood the purpose of the project.
As the unit progressed, Little Miss Inquirer appeared to develop a greater sense of
curiosity for learning, which moved from incorporating the language of IB and the
learner profile attributes in her descriptions to putting the language into her own words:
“I think it means to ask questions and dig deeper, to ask questions about things you are
curious about.” She also starts to observe connections between the learner profile
attributes and perceives them to be part of a whole (international mindedness) and not
just characteristics that exist in isolation of each other: “Now I think it is how we think
about all the learner profiles together.” This realization went beyond the intentions of the
teacher and researcher and was a welcome surprise.
In the three vignettes above, I describe the myriad ways that passion is revealed:
as action, as environmentalism, and as inquiry. These forms of passion were also
reflective of the intentional dimension in the school ecology. Above all, it was evident in
the observations and final projects that these learners were passionate about their projects
and their learning.
Intentionality as International Mindedness Curriculum
Introduction
Intentionality has multiple and somewhat elusive definitions. It is not defined in
Merriam-Webster, short of a variation of the word intentional (Intentional, 2019). The
Oxford English Dictionary defines intentionality as follows: 1) The fact of being
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deliberate or purposive. 1.1) Philosophy. The quality of mental states (e.g. thoughts,
beliefs, desires, hopes) which consists in their being directed towards some object or state
of affairs (Intentionality, 2019). Noddings (2012) cautioned readers that “the
existentialist/phenomenological use of ‘intentionality’ is very different. . . . It connotes,
rather, a process of creating and referring to mental objects” (p. 61). I need to distinguish
my use of intentionality. I do not use intentionality in a phenomenological sense.
Noddings (2012) explained further:
Intentionality is a basic characteristic of consciousness. Consciousness, for
phenomenologists, is always consciousness of something. The constituting subject
creates the objects (intentional objects) of its own contemplation.
Phenomenologists study these objects, their nature, and the structures of
consciousness in which they are revealed. (p. 70)
I observed intentionality in my own and in Mrs. Reflective’s actions as a matter of acting
on purposeful planning and organization. It was not leaving things to chance:
“[intentionality regarding international mindedness] was not something that was taken for
granted or left to happen as a result of adopting an IB programme or having a diverse
school population” (Hacking et al., p. 7). Intentionality was revealed in the pedagogical
and structural dimensions of the school ecology. While my use of intentionality in this
study is novel and unique, I shine a light on the various forms of intentionality that
emerged in the following vignettes, Mr. Principled’s Bias; International Mindedness Is
Us; Timelines; An Opener of Doors; Little Miss Communicator; Mr. Balanced; and
Little Miss Collaborative, Mr. Collaborative, and Mr. Inquirer.
Mr. Principled’s Bias: Intentionality
as Intentions in Action
Without question, Mrs. Reflective is the most experienced and highly qualified IB
teacher at Concord. I value her interest, collaboration, and reflection on this study.
—Mr. Principled, (Researcher’s Journal Entry, March 4, 2018)
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Mrs. Reflective has been involved with art or art education for over 30 years.
She’s involved in the community and has made partnerships with the Mexican American
Arts festival and Youth Art Walk, partnering with a locally renowned Mexican American
artist. Many of her professional development experiences include study of topics that,
while not endorsed by IB, are infused with the philosophy of IB. For example, Mrs.
Reflective expressed the importance of modeling and mentoring international mindedness
with other teachers and students. This is reflective of prior trainings on mentor texts. She
has also engaged in parent and community involvement workshops, positive behavior
workshops, and nonviolent crisis prevention training. Mrs. Reflective has teaching
experience in a variety of schools, including traditional public elementary schools.
Mrs. Reflective was born and raised in California around Laguna Beach and
quickly moved to New Mexico after high school to further her art studies in Santa Fe and
where she later worked at numerous elementary schools in the Albuquerque area, mostly
teaching first, second, and third grades. Teaching at Concord Elementary is her first
experience as an IB visual arts teacher. She has one other experience teaching first grade
at a previous IB Primary Years Programme school for approximately seven years.
Below is a series of edited journal entries, which demonstrate how bias and
intentionality was revealed and concealed in researcher and teacher actions during the
study. This selection is presented in chronological order help establish a timeline that
supports the theme of intentionality, with the intent of capturing “the presence of a
coherent, persuasive whole picture” (Uhrmacher et al., 2017, p. 59).
March 1
Mrs. Reflective is an amazing educator. I admire how she approaches student
learning, as well as her commitment to and thoughtful integration of her peers’ thirty-six
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units of inquiry into her elementary art curriculum. During one interaction, she pulls out a
three-inch, three-ring binder, and flips through the detailed bubble planners and outlines
the organizational work she has completed in her first two years at Concord Elementary. I
was wowed. She has aligned her daily lessons with each of six grades’ six units of
inquiry which comprise the school’s Programme of Inquiry. No other special-areas
teacher at this school has taken the time to intentionally or explicitly make these
connections, nor have they been expected to.
Over the three years I have known Mrs. Reflective, I had previously expressed an
interest in including her as a participant in this study. As a person with positional power
within the school, I was cautious and explicit about our roles in the process of
participating in the study. In an effort to mitigate any feelings of intentional or
unintentional influence or coercion, the assistant principal at the school was Mrs.
Reflective’s evaluator during the term of the study. After successfully defending my
proposal in fall of 2017, I sought IRB approval as well as the approval of the
participating school district. Site permissions and IRB approval was completed in early
winter of 2018.
March 3
Mrs. Reflective is true to her name. As a member of the IB Educator Network,
Mrs. Reflective has undergone an extensive and rigorous application process that
demonstrates her high-quality experience, understanding, and commitment to the
philosophy and values of the esteemed IBO. She is the only member of our school staff
who has even attempted to qualify for this title and honor. She is qualified for and has
helped lead other IB teachers in their learning at various professional development
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workshops throughout the IB Americas region. She is also qualified to conduct the
intensely rigorous IB authorization and evaluation processes, conducting school program
audits and providing feedback according to the extensive IB standards and practices.
March 4
I met with Mrs. Reflective last Thursday to sign consent forms for this study. I
appreciate how accommodating she was as well as her sense of urgency around our
timeline. She is excited to work on this project and learn more about international
mindedness within the instructional arc. This idea is different than how most units of
inquiry are designed.
We decided to use a particular fifth grade class and also agreed of the importance
of being transparent with students and discussing the purpose of the project and our cocollaboration in writing and operationalizing the project. Interestingly, Mrs. Reflective
stated the reason she chose this particular class was because they were the most creative
and balanced, so that it would be fun. As I think about bias in projects, I’m curious if
Mrs. Reflective’s intentionality will promote a level of success that is not replicable
across other classes. I am tempted to recommend a different class, but do not want to
throw off these plans.
March 13
As I reflected with Mrs. Reflective on ideas for the curriculum project, we
discussed the importance of connecting to the learner profile, as IB recommends. One
suggestion was to have a project, which would include one word from the learner profile.
This could be a word that students related to or would strive to become more like.
I realize that international mindedness does not occur in isolation. Thus, we need

105
to provide a structure which will encourage students to collaborate, preferably with
students who are not like themselves. Another variation of this would be to identify traits
of each learner profile attribute that could be replicated with in the classroom
environment. For example, for being a risk-taker or open-minded, we should create an
experience which intentionally places students in a situation conducive to learner that
learner profile attribute. Mrs. Reflective will be a real asset to this work.
Considering Eisner’s (1994b) question, what does the situation mean to those
involved, I shared this series of journal entries to reveal my intentionality and disclose
my positive bias toward the selection of Mrs. Reflective as a participant in this study.
What is concealed is that I did not reflect on the language of the participants during the
early phases of data collection. The journal entries are focused more on my reflections,
using my words and not the words of the participants. Mrs. Reflective noticed this
phenomenon through our process of consensual validation. She noted: “What I’m quoted
as saying from copious notes written hours earlier change enough that I don’t hear my
voice in the words. I don't think it's your voice I hear either. They’re like a reflection of
my words. It's simply a reflection of Mrs. Relective's true voice.” What I believe she
heard is my researcher’s voice—a voice she was unfamiliar with and did not recognize as
my own.
During the study, I was also hyper-conscientious about reducing the possibility of
Mrs. Reflective feeling pressure to participate, particularly due to the inherent power
dynamic that exists between a teacher and principal. On the contrary, Mrs. Reflective was
excited to participate and consistently dismissed the idea of her non-participation when I
reviewed the process of consent and her ability to stop participation at any time. While I
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was intentional in planning for regularly recording journal entries, recording the entries
through my researcher voice and not incorporating more of the teacher participant’s
words and voice made parts of my work seem artificial, what Mrs. Reflective described
as “not realism, abstract.” As I closed in this vignette, “Mrs. Reflective will be a real
asset to this work,” her feedback helped me revisit sections of dialogue to better capture
the participants’ voices and words. I also became more mindful of my own voice and my
researcher voice. I did this with intentionality. This intentionality is similar to the
intentionality in purposeful planning and precision, which is observable in Mrs.
Reflective’s actions in the next vignette, International Mindedness Is Us.
International Mindedness Is Us:
Intentionality in Purposeful
Planning
“Describe your understanding of what it means to be internationally minded,” I
inquired. Mrs. Reflective’s first response to this question was to respond with a question
of her own.
“Before I answer, I’d like to ask what you believe it means to be internationally
minded?”
This caught me a bit off guard as the interview tables were turned, and I quickly
found myself being interviewed by the participant. I fumbled through the few papers that
lay atop the table that separated us and sheepishly responded with something along the
lines of:
“Being open minded to people of other cultures or different beliefs and trying to
make the world a better place.” In short, it was not as neatly prepared a response as one
might find in Chapter One of this dissertation. After I fumbled through articulating my
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own vision of international mindedness, Mrs. Reflective calmly stated that at the Primary
Years Programme level, she perceived it as the following:
A demonstration of the attributes of the learner profile. It is a broader awareness
and cultural sensitivity of one’s own cultural values, believes, biases, and
understanding. It transcends beyond one’s own beliefs to be inclusive of the
culture of others.
Then Mrs. Reflective cut to the core, going on to add:
It’s also reflective of an interdependence of relationships. It’s not just knowledge,
but more of an understanding. It goes beyond government or socio-economics.
And answers more of the why and not the what [emphasis added]. It’s also
reflective of current issues between cultures in our present state. International
mindedness is also connected to the key concept of causation.
And with that, I was faced with what would become the recurring theme of why. I did not
notice it then. I did not reflect on it in my journal later that evening or during the
semester. It was not until weeks later that I was pouring over the artifacts that I collected,
student reflections on their final projects, and interview transcriptions that the why stood
out to me. I was surprised. Disappointed even. Our intentions to develop a curriculum
that helped develop international mindedness has perhaps fallen short despite our own
acknowledgement of the importance of starting with why.
Not knowing at that time that I, too, would have an “a-ha” moment weeks later
during the summer, an earlier interaction with Mrs. Reflective alluded to why
international mindedness held personal importance to her.
“Is there anything you would like to add that you think is important for me to
know?”
“I think there is a general misconception that international might mean that you’re
from another country.”
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“Really, how so?” I said, trying to act surprised, knowing what the literature (Hill,
2014) has already confirmed for me.
She continued, with increasing passion and hand movement, and I could hardly
keep up with my abbreviated system of scripted notes, now in its current form thanks to
Mrs. Reflective’s later review and clarification:
The differences that divide us are not national boundaries but the boundaries in
our thinking. What divides or separates us are our underlying differences, for
example, wealthy/poor, right wing/left wing, old/young, protestant/catholic, gifted
and talented/special education, technologically literate/technologically illiterate,
capable/handi-capable, male/female/transgender. . . . Us and them. International
mindedness is us.
In a slight shift in the proclamation, Mrs. Reflective hit on an important detail of
interconnectedness that rang of Nel Noddings’ (2005b) call to arms for teaching global
awareness and empathy and the inherent conflict in teaching for international mindedness
while honoring national values (Haywood, 2015; Hill, 2012; Peterson, 2003; Tarc, 2009):
International is about the national. It’s about peaceful diplomacy through
intercultural understanding—understanding how we are divided. It’s not just
about nations. That’s about intercultural respect. It’s far more critical now for the
betterment of our own world and increased safety. If we can’t coexist, we must
take responsibility for each other in the sense that we all live in a global village.
We both took a breath, and I continued writing for a moment, fiercely trying to capture
the moment. By now, the interview sheet included a series of arrows, underlined
concepts, asterisks, and marginal notes. The brown ink from my pen bled through
portions of the paper, creating a distinct shadow on the reverse of the page. We continued
with the interview:
“How might I know if someone were internationally minded?”
“Sensitivity to other people and those who are not mainstream.”
This might describe her California roots and occasional highlights and fun-colored hair.
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“It’s being culturally sensitive and having a broader understanding prior to
traveling. That’s also a knowledge and understanding enacted through one’s behaviors.”
“If you were asked to mentor a new teacher who needed support and becoming
more internationally minded what would you do?”
Mrs. Reflective had given this question a lot of thought and couched her response
and later responses in the same frame to questions such as “What are essential elements
or attributes someone should include in a curriculum for international mindedness?” In
practice, these attributes are what she would model for students and peers, alike. For her,
it’s all about intentionality in making connections:
I would make deliberate and intentional connections and would focus not just on
the local or national levels but would also make international connections,
focusing on diverse and multiple points of view and relating to global and cultural
issues. I would also try to connect with relationships with other cultures. The
teacher also needs to be mindful of making these connections and creating
projects—in and out of class—in a way that is inclusive of her student’s cultures.
Through the discussion of developing an international mindedness curriculum, Mrs.
Reflective also revealed her proclivity for precision by asking a clarifying question: “Is it
an IB building?”
“Yes” was the short reply.
The inference I made is that she recognized the unique interpretation of
international mindedness being strictly tied to the IBO. Thus, another instance of her
thoroughness in perceiving implications of how to approach this question given the
context of a particular school’s values and beliefs.
Mrs. Reflective also provided some specific examples of identifying teachable
moments for students at Concord, in essence “seizing the day” to help make explicit
connections in the moment that students could relate to.
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She extended her response by adding, “I would also focus on breaking down
stereotypes and making connections, even fostering peace and inclusivity in class.”
A majority of our own students share close connections with the Mexican
tradition. Many are “monolingual” and are just beginning to acquire some words in
English.
I continued by asking, “What helped you become an internationally minded
educator?”
Mrs. Reflective’s response surprised me. It contradicted what I took away from an
earlier experience with an IB Educator who described the difficulty in fostering
international mindedness in someone who is not intrinsically internationally minded. In
this, Parker (2016) stated there is a clear difference between “doing IB and being IB.”
Mrs. Reflective stated, “I did not see myself as being an internationally minded
educator prior to learning about IB.”
I silently reflect that this may also have been a reflection of her understanding that
international mindedness is almost exclusively associated with IB. Was it possible that
she perceived that she historically and intrinsically held beliefs that were philosophically
aligned with the IB concept of international mindedness but just did not have these
precise words to describe it? And once someone had those words, given an intentional
focus on becoming “IB”—could it be achieved?
“Really? How so?
“It was IB’s deliberate focus, and by going through the process of planning
curriculum, the assessment, and being reflective. It is a collaborative process.”
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Mrs. Reflective also spoke to the importance of how outside activities and experiences
help to foster international mindedness.
“My own kids engage in international travel.” She described her excitement of a
future trip she would be taking over spring break with her daughter to Belize. Her eyes
sparkled, and her hand movement began to noticeably increase. For her and her family,
this was intentional travel, not travel for “mere tourism” (Gunesch, 2015, p. 63).
Involving her own children in the process of international exploration and openmindedness is but one example. She has personally been involved in UNICEF children’s
and women’s issues, and she is intentional about purchases which support fair trade. She
intentionally, yet indirectly, models international mindedness to her own kids and family
when they observe how she invests her time and money. She raises chickens and keeps
bees. Peers also notice her choices.
“Close relationships with others and colleagues are a demonstration of my
beliefs.”
“So, how might students best learn to become internationally minded?”
“This is best achieved through adult modeling, multi-lingual interactions, global
engagement, relationships and personal connections.”
“Okay. So let’s start to put this all together. How does the IB mission statement
inform your approach to curriculum development?”
“It focuses on differences and having an open mind to those differences. It’s about
creating more peaceful world through respect, understanding, promoting peaceful
relationships and modeling peaceful relationships.” She referenced her subtle, yet
intentional, choice of including international music in the classroom, such as the current
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Nepalese music for the week; encouraging the use of subtitles; and understanding our
global connections through DNA databases through services such as Ancestry.com. “It’s
about modeling through personal action in all that I do.”
“How much would you say teaching for international mindedness affects other
content or curriculum used at the school?”
“It could impact our Language B—Spanish. Things like the country of the month,
which is not transdisciplinary, or the essential elements commonly included in a more
thorough unit planner.”
“You mention the essential elements. So what are the essential elements one
should include in a curriculum for international mindedness?” This question is perhaps
confusing, because I inferred she meant the five essential elements included in the IB
Primary Years Programme curriculum: attitudes, knowledge (transdisciplinary themes),
key concepts, skills, and actions. Instead, I believe she approached this follow up
question in a more general sense.
“The same elements I would model for a student teacher or new teacher:
intentionality, international connections, values and beliefs. Things that are reflected in
my own actions.”
“Okay. So what evidence would we look for as I am observing for students
becoming internationally minded?”
“Demonstrating the learner profile.”
“Can you expand on that?”
“By observing the social-emotional inclusivity of others, using multiple
languages, action. It’s seeing they’re passionate about the cause, through their writing or
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verbal interactions with each other. It’s listening to diverse perspectives or multiple
points of view. And skills such as vocabulary, thinking, writing.”
In considering Eisner’s (1994b) final question, “What ideas, concepts, or theories
can be used to explain its major features?” there were many themes that emerged from
this interaction. There is importance in intentionality: purposeful planning, explicit
connections, and personal actions. Because of Mrs. Reflective’s intentionality, she also
disclosed other key ideas, such as the importance of modeling international mindedness
for others, and not just students—family, friends, and colleagues—in all our actions.
There were also “aha” moments for both of us: the journey of being and becoming
internationally minded and finding the why—ideas I touch on later in this chapter.
Timelines: Intentionality in
the Structural Dimension
Mrs. Reflective’s highly organized approach allowed her to model the process for
her students from beginning to end. Her planning was evident in early March before we
even met to design the Action Studio, when I received this March 8 e-mail from her:
Dear Mr. Principled,
After spring break, it appears I will have the class for the following ten sessions:
1. 3-22
2. 3-29
3. 4-4
4. 4-10
5. 4-16
6. 4-20
7. 4-26
8. 5-4
9. 5-10
10. 5-16
Given that information, I would prefer we meet on March 24th, prior to our
meeting with students. :0 Mrs. Reflective
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On March 24, we discussed timelines and next steps for beginning observations. The first
observation was scheduled for March 29.
In later reviewing artifacts, such as Mrs. Reflective’s Action Studio planning
page, intentionality appeared as a reflective note catcher for how she approached the
planning process. She indicated across the top of the page how many students chose each
of the learner profile attributes. No one chose principled, and no one chose reflective.
That informed her decision to choose and model reflective. Along the left margin
indicated her reflective planning such as “A. Choose independent or collaborative, B.
Choose materials.” Mrs. Reflective also sketched an oval face with white lines in a circle
for eyes, with the reflective shadow of the face down below. Notes on her sketch include
“Maps on face” and “Reflection of my face in shadow (reversed).” She detailed the
connection to another country or culture: “Paper mâché and black ink drawing are from
China. The maps are from Jerusalem in the Middle East.”
Other artifacts provided another glimpse into the behind the scenes purposeful
planning that went into her daily approach with each lesson. Most days provided a
connection to music and other cultural artifacts as well as opportunities for students to
receive explicit instruction on what it means to be internationally minded. This was
facilitated with available technology—YouTube videos and digital presentations. Her
detailed, hand-written notes disclose day-by-day planning with intentionality. While Mrs.
Reflective approached her planning and instruction with intentionality, it also had
implications for her modeling. As is described in the following section on the thematic
modeling, Mrs. Reflective incorporated many models into her instruction, which have
been found to be important considerations for teaching and modeling international
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mindedness (Hacking et al., 2017). These include intercultural connections to the
curriculum such as artifacts, music, and diverse texts, as also observed in the following
vignette.
An Opener of Doors: Intentionality
in the Pedagogical Dimension
Be an opener of doors for such as come after thee.
—Ralph Waldo Emerson
Mrs. Reflective’s intentionality is evident in her preparedness, her planning, her
practice, and the placement and organization of her classroom. For her, becoming
internationally minded did not happen by chance. She would agree that this, too,
happened with intentionality of past experiences, just like she currently plans for the
experiences of her children and her students.
Mrs. Reflective welcomes students at the door and engages in a discrete door
conversation with one. Music plays, and the black plexi-glass signifies the music of the
week is from China.
Mrs. Reflective turns the music off and quickly starts class with a “warm up
activity.” Displayed on the projector at the front of the room is “international
mindedness” in Arabic characters:  الدولي الفكر. With the click of a button, a video begins
displaying words from the learner profile. Music plays, with no verbal words or message.
All students sit attentively and watch the short, one-minute video.
“Class, class.”
“Yes, yes,” followed by silence.
“I’m passing out descriptions of the learner profile attributes. When you receive
it, you should review your attribute.” Mrs. Reflective directs students to read about the
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learner profile attribute chosen by students. Mrs. Reflective quickly circulates the room
and identifies helpers to pass out papers of the IB Learner Profile page (see Appendix E).
“When you are done, you can read the other learner profile attributes listed.” Her
directions and paper passing take approximately 30 seconds.
“When we read, read quietly in your head, beginning with the one you chose.”
Many students immediately raise hands. They have not been in class for six days
and have forgotten their learner profile attribute. Mrs. Reflective flips through the preassessment on the fly to review which learner profile attributes were identified by which
students. In looking at the clock, Mrs. Reflective finally directs all students: “Just read all
ten attributes.”
The next song progresses on the CD player. It is more modern and includes lyrics.
There is a quiet hum of students talking while completing the task. Mrs. Reflective raises
and lowers the volume on the modern music of China as an attention getter.
“By the level of volume I hear, it sounds like everyone is done reading. If you are
a helper, please collect the papers to return to me.”
The “helper” students do as she requests.
“I noticed that some of you forgot. What I am going to show you next is your task
card. We’ve seen a short video and have done some reading about IB’s definition of the
learner profile attributes. Now we’ll begin looking at the attribute that you selected.”
Student helpers pick up and distribute the assignment among their groups.
Mr. Risk-taker begins working quietly. After answering the first question, he asks for
help from a peer. She does not know and recommends that he asks the teacher.
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Little Miss Collaborative has selected inquirer and proceeds to the first question
as well. Mrs. Reflective displays a sample of the assignment on the white board and is
modeling what students should do. She holds up a colorful mask.
“No one chose principled, so I am giving it to the principal. As you know, I have
reflective.”
Mrs. Reflective “chose” reflective because no one else chose reflective. She explained
that she could use it as a model without anyone copying it. Mrs. Reflective continues to
circulate the room and check in with students.
Two students begin writing their names with two pencils in the lower corner of
their papers.
“The pedagogical dimension provides the means through which the curriculum is
mediated. It is through pedagogy that content is fine-tuned. . . . [and] that aims are
rendered meaningful and that the curriculum becomes more that merely the good
intentions of curriculum developers” (Eisner, 1988, p. 26). Connelly and Clandinin
(1988) framed curriculum as experience and explained that “curriculum is experienced in
situations” (p. 6). Eisner’s (1988) pedagogical dimension is curriculum as experience:
“All situations are historical. . . . Situations are historical on a moment-to-moment basis.
That is, what happened in a classroom five minutes ago influences and is part of the
history of what is happening right now” (Connelly & Clandinin, 1988, pp. 7-8). Here,
Mrs. Reflective adapts on the fly. She is mindful of the time and quickly makes a
decision to adapt her instruction in order to fulfill the intended curriculum. She uses her
applied experience, that is, her adaptive knowledge and experience of historical
classroom situations to respond with intentionality and provide meaning for the students.
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A quick slip-up in plans does not phase her, and she quickly rebounds, as if she
anticipated the possibility that students might forget their selected learner profile
attributes from days before. Curriculum as experience references using past experience to
respond differently to future situations. Mrs. Reflective provided multiple models for
students, from a short video, to an exemplar model of the Action Studio artwork, to a
handout to help build vocabulary and understanding. When students struggled to
remember their selected learner profile attribute, Mrs. Reflective quickly adapted her
response to accommodate the students while she looked up their selected attributes. I now
transition to describe and interpret intentionality in intentional and pedagogical
dimensions.
Little Miss Communicator:
Intentionality in the
Intentional and
Pedagogical
Dimensions
The pre-assessment was a simple half-sheet of paper with two questions: “What
does international mindedness mean to you?” and “Of the ten learner profile attributes,
which are you currently most curious about understanding better or would like to better
exemplify? Explain your thinking.” Visually, this half sheet was divided by a horizontal
line of all ten bolded learner profile attributes, separating the two questions.
Mrs. Reflective introduces the pre-assessment, focusing on the definition of the
ten learner profile attributes, and responding to student questions, such as “What if I
don’t know yet?”
“It’s okay to write, ‘I have no idea,’” was her reply.
Mrs. Reflective’s class is divided into six groups with approximately six stools

119
per table group. She is highly organized as demonstrated by the way supplies and
materials are stored throughout the classroom. Each group of six has a group leader who
is responsible for collecting supplies. This results in an organized and efficient classroom
setup where few students are up and moving around at the same time. Group leaders can
quickly collect supplies and return to their table groups.
With the pre-assessments in hand, the students’ curiosity wanders, and they begin
talking quietly.
“I would appreciate if you would just write.”
Students continue to talk and there is a dull noise while they complete the writing task.
Bob Marley plays. There is an assumption that “every little thing is gonna be alright,” a
reference to Marley’s chorus in “Three Little Birds.” Exploration is messy, confusing
work, and to some the task is abstract. Mrs. Reflective circulates the classroom, and after
a short couple of minutes, she returns to the compact disc player. She reaches over,
turning up and down the volume twice as a nonverbal signal to students that the
remaining time for this activity is coming to an end.
In general, most participating students could not define international mindedness
and responded with statements, such as “I have no idea!!,” or “I don’t know what it
means,” or “I have no clue.” I am curious what student responses may have been if not
previously prompted with “It’s okay to write, ‘I have no idea,’” by Mrs. Reflective.
Mrs. Reflective explicitly states, “It looks like the concept of international
mindedness is confusing to many. That’s okay.” She points out numerous artifacts that
are in the class, including examples of world art. She then circulates the room and checks
in with many students one by one to clarify what remains to be completed on the pre-
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assessment. Then having collected the pre-assessments, she transitions back to her
regular lesson, the school yearbook, and the pre-assessment for our upcoming unit is now
complete.
In this introduction, Mrs. Reflective demonstrates intentionality in the abstract.
It’s okay to be confused. It’s okay to write “I have no idea.” Everything is going to be
alright. Her intentionality in exploring an abstract concept with students pays off. Enter
Little Miss Communicator.
Little Miss Communicator is a ten-year-old, White female. Her parents work in
education and are very supportive of her and Concord. Little Miss Communicator is
generally shy, unless she is among friends. It is no surprise that the learner profile
attribute she selected is communicator. I know her and her parents fairly well. I engage
her in conversation on the first day. “What are you working on today?” I ask.
“We have to explain what we think about international mindedness. I think it
means to be nice, to be kind.”
“Okay. How might your thinking change during the project?”
“I’m not sure. I read here,” pointing to the IB Learner Profile sheet (see Appendix
E), “that they are people who create a better world. I think people who are kind will help
create a world like that. I want to work on being more out there and coming out of my
shell and being a communicator.”
Little Miss Communicator’s intentionality begins to emerge as she expressed her
motivation for choosing the learner profile attribute, communicator. This is more than
another class project—it is a personal challenge to achieve a personal goal.
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During another observation, Little Miss Communicator is the first I engage. “Tell
me a little about your plan for your project,” I begin.
“I have always wanted to be a communicator and learn more about it.”
“Okay. Tell me about your plans for your project.”
Today and during later observations, she shows me her proposed project sketch
and chosen art style. “It’s going to be abstract with really colorful lines.” The pencil
sketch depicts a stereotypical palm tree bent over on a small island in the ocean with a
large sun.
“Cool—how do you plan to connect this to another country or culture?”
“The background is going to include National Geographic images, and the final
project will be a colored ink drawing. The connection to another country or culture is
China because colorful ink comes from China.”
Toward the end of the semester, Little Miss Communicator is quietly and
independently working. It seems to me that her progress toward coming out of her shell
would have best been facilitated through a collaborative Action Studio. Nonetheless, she
is able to clearly communicate her thinking. The back of her Action Studio assignment
prompts to reflect on the process. She is working on answering the question, “What did
you learn about international mindedness . . .” I read the question aloud as I peer over her
shoulder.
“Now I think it means to be open minded and respectful about other cultures. I
used to think that communicator meant to be out of their shell, but now I think it means to
come out of your shell for something to speak about to something else.”
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This is reminiscent of taking action, a core IB value. I later discover that it was
President Lincoln who said, “actions speak louder than words,” and this proverb is
evident in Little Miss Communicator’s changed thinking.
Neon Ocean: Researcher’s final project description and interpretation (see
Appendix D.3). Little Miss Communicator’s depiction of the Neon Ocean is framed by
black and red. The dark ocean waters reflect the rays of the sun in bold, red beams and
glimpses of yellow. Neon streaks of teal, lavender, green, and red move along the ocean
swells. A grassy and sandy beach lives in the lower left corner with a multi-toned purple
tree stealing a peek from the edge. Layers of cut paper encircle the setting sun, a half
circle which presumably falls behind the end of the ocean.
“I like sunsets and the multi-colored reflections in the black water represent my
best qualities, and the black water represents my areas for growth.” Knowing some of
those areas, I infer she means shyness. We discuss the yin-yang symbol she included in
her artist statement and the balance between good and bad, light and dark. She continues,
“I used scraps from the National Geographic to create the illusion of the sunset reflection
in the clouds. I really tried to located pink and purple pieces.” She seemed to capture the
detailed intent well.
Little Miss Communicator’s final project, artist statement, and reflective
responses demonstrate intentionality in her work. As her sun makes its way across the
sky, it embarks on a journey from east to west. In the last waning glimpses, time races on,
and sunrays stretch out across the sky. It is as if the sun takes its last breath and shouts in
the dying words of Henry Ward Beecher, “now comes the mystery,” to the ocean below.
The rich and bold colors catch my eye, and a sea of stretched-cirrocumulus clouds
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gradually dissipate to lavender along the top of the scene. In responding to Eisner’s
(1994b) question of what does the situation mean to those involved, the theme of
intentionality is evident in Little Miss Communicator’s comparison between the light and
dark, her personal challenge to overcome her shyness, and the balance in-between
represented in her reference to the yin-yang symbol. Intentionality is revealed in both the
process and the product, and both the intentional and pedagogical dimensions.
Mr. Balanced: Intentionality in
Representation
Mr. Balanced is a Latino male of eleven years, who generally sports short, black
hair, a graphic t-shirt, and jeans. He is a sweet young man, at times lacking confidence
and routinely greeting everyone with pressed lips stretched wide—an unthreatening,
affiliative smile. In a world which breeds winners and losers and an atmosphere of
ruthless competition, Mr. Balanced is one who embodies care, empathy, and compassion
for others. He is one whom I would describe as being innately internationally minded,
more open to those with views and beliefs and values different from his own. I know him
to have a strong bond with his mother, and at times his emotions pour out. Friendships
mean a lot to him, and recently some of his stronger relationships with friends have
dissipated in the natural course of families coming and going from Concord Elementary.
Concord’s annual mobility rate is 20%, which is compounded each year. In Mr.
Balanced’s last three years, 55% of students have come from and gone to other schools.
This has made it difficult for a shy young man to make and maintain lasting relationships.
He chose the learner profile of balanced. Why?
“I chose this because I think balanced really represents the learner profile.” Mr.
Balanced works with two others who also chose balanced. “I mostly focused on
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international mindedness, which we felt meant balanced. We chose a swan because it is
balanced. If you set it in water, it balances on top of the water. Or if you fold it out of
paper it sets up without falling over.” He continues, “We chose origami because it comes
from Japan—it’s peaceful. Abstract.” Mr. Balanced initially depicted his project with a
pencil-on-paper sketch, a flat-bottomed line sweeping and curing left and vertically. The
perpendicular tip extends to the right and zig-zags across the tops, from left to right. At
first glance, I’m looking at a savage Viking crown from the Dark Ages.
“This looks like a crown. Is that right?”
Surprisingly, Mr. Balanced explains, “Its origami, from Japan.”
“Really? I wouldn’t have guessed that, but I see it now,” I state, tilting my head a
little, as to get a different view of the two-dimensional sketch and to see better what Mr.
Balanced is envisioning. “Why Japan?”
“Because it is calm over there.”
I infer that the world is not in balance. If it is calm in Japan, I infer it must not be
calm for Mr. Balanced over here at Concord, Colorado, or even in our country, perhaps.
Perhaps this influences his shy, withdrawn personality.
“I feel the paper crane is a symbol of peace.” Mr. Balanced plans to fold the
National Geographic pages to help the crane take form.
“So I see your art style is going to be abstract. Tell me more.”
“Well, because when it is done, it will look a little abstract. They won’t look like
real cranes.”
As the semester progresses, I follow up to see how his thinking has changed. I
prompt him with the standard, “What does international mindedness mean to you?”
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“To me it means to be open minded also to not be a bad person and know what
there is to know.”
“Tell me about your choice of balanced.”
“I am most curious about balanced because I can really see what it means. I used
to think that it means being open-minded, not a bad person. Being knowledgeable.”
“How would you say your thinking has changed?”
“Now I think it means to be caring and accepting. The process help me see that.”
Mr. Balanced was marked down on his rubric for only having a partial reflection
of the learner profile. It was repetitive in its written form, but he seemed to articulate his
thinking well in our moments of interaction. Mr. Balanced demonstrated an awareness of
the world around him and valued what would likely bring balance to his world: calm,
peace, open-mindedness.
Crane Trane: Researcher’s final project description and interpretation (see
Appendix D.4). Three concentric squares lay in a row. The background colors are shades
of blue and purple: dark, true, baby blue; navy, royal, light; true, dark, baby blue. The
center squares are larger than those flanking its left and right. Three origami paper cranes
rest atop the paper pedestals, each in its own frame. The cranes to the left and center face
right. The crane on the far right faces right and down, pointing in the same direction as
the lower right corners of the squares. The intention of the placement is unclear. The two
smaller cranes to the left and right incorporate dark images from National Geographic
clippings. Dark greens, blacks, and browns—one with a wing of dark blue. The center
crane has a dark left wing and tail, accompanied by a neck, head, and right wing
consisting of black text on a white background. The tip of one wing has an image of an
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older man with reddish skin and glasses. Text above his head reveals parts of words such
as “annuity” and “supporting.”
I am curious about the intentionality of the magazine page selection and the text
and picture visible on the center crane. Also, the squares are, in fact, not square at all in a
strict mathematical sense. The dimensions were cut out hastily on the last day of project
production to provide a background for the paper poultry procession, what Mr. Balanced
called the Crane Trane. I later notice that “train” was eliminated as a natural spelling in
the title, still written in pencil with a line striking it out. Now there is balance in the title
spelling. The contrasting shades of blue indeed have some intentionality, and the size of
the squares appear to be in proportion to the size of the cranes. There is balance in the
color, space, size, and title.
In responding to Eisner’s (1994b) final question, what ideas, concepts, or theories
can be used to explain its major features, I focus on the theme of intentionality through
Mr. Balanced’s representation of his artwork. From the beginning, Mr. Balanced chose a
topic that he was familiar with. This familiarity allowed him to go deeper with the
attribute and make connections outside of the paper cranes to demonstrate his
understanding of balanced in ways other than “a swan [that] balances in the water.” There
was intentionality in how he chose to represent his artwork: the balance of layering the
different-colored concentric squares. There was intentionality in the balance of sized
patterning of the squares and cranes. There was intentionality in the purposeful
misspelling of trane, which mimicked crane, providing balance in the title of the art work.
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Little Miss Collaborative, Mr. Collaborative,
and Mr. Inquirer: Intentionality in
Leadership
Little Miss Collaborative is ten, academically going on seventeen. A bright,
geeky, White female, she sports blonde hair and wide glasses. She is likely the smartest
in her grade-level class. She is academically disciplined yet friendly—a natural leader.
Mr. Collaborative is a ten-year-old, Latino male with a toothy grin and bright eyes, which
contribute to his persistent happy-go-lucky attitude. He is friendly and well-liked by his
peers but also does not appear to have extremely close relationships with others. He is
good natured with very little ambition. Mr. Inquirer is a Latino male, who recently turned
eleven. He is often misunderstood and has conflicting perspectives on the world and his
life. I anticipate at times he fights with bouts of depression for reasons yet unknown. His
dad is very involved with him at school, and Mr. Inquirer frequently struggles
academically and socially. In this vignette, Mr. Inquirer was the recipient of intentionality
in leadership, a quality exhibited by his collaborative partner, Little Miss Collaborative.
These three posed some challenges to the naming protocol, as four of the eleven
student participants chose inquirer as their learner profile attribute of study. Thus, Little
Miss and Mr. Collaborative [Inquirer] are named such because of the level of
participation I observed during the study. Mr. [non-collaborative] Inquirer is simply
named by the standard protocol because of his lack of collaboration with his team. In
fact, I mostly observed him allowing his peers to complete most of the work. This group
of three, Little Miss Collaborative, Mr. Collaborative, and Mr. Inquirer were only one of
two collaborative groups of participants I observed in this study. So why did they choose
the attribute of inquiry?
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Mr. Collaborative states, “I picked it because I really want to ask a lot of
questions—like an inquirer.” His sketch is an almond face with half-moon ears, two light
dots for a nose, and simple eyes and a mouth. A question mark hovers above the head. A
note from Mrs. Reflective in red ink, “National Geographic?,” lives in the margins.
“We chose abstract for the art style, and the media is three-dimensional paper
mâché and Kirigami,” he adds.
“Alright, so explain your project’s connection to other countries or cultures.”
“Well, we connected them to China and Japan, because paper mâché is from
China, and Kirigami is from Japan.”
Surprised by the Chinese, and not French origins, I performed an inquiry of my
own, thanks to Apple’s Siri—sure enough—China produced paper mâché first, hundreds
of years before any Western Europeans.
Mr. Collaborative and I both get a chuckle from the computerized
mispronunciation: “Okay. I found this on the web for ‘where is papier-mâché from.’ Take
a look,” she replied. Siri’s “papier-mâché” came with an English, phonetic-sounding
mispronunciation, which was not remotely similar to what I had just dictated. Mr.
Collaborative’s toothy grin and sparkling eyes meet my own. After a moment, I continue.
“So what does international mindedness mean to you?”
“I guess I don’t know what it means,” responds Mr. Collaborative.
I remain seated at a stool with the curious trio and turn to Mr. Inquirer. “Hello—
how about you? Why did you choose inquirer?”
“I chose inquire because I don’t know what it means.” Mr. Inquirer’s sketch has a
simple drawing that resembled a small slice of pizza with four round pepperonis and a
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question mark about the pizza’s crust—an inquisitive head, I presume. He has also
selected abstract, three-dimensional papier-mâché, and Kirigami.
As Mr. Inquirer shows and explains his work, I notice that his responses are wordfor-word the same as his collaborative teammates. “The countries are China and Japan,”
“What does international mindedness mean to you?”
“I have no clue,” was the response.
I later review of his completed Action Studio project reveals little depth:
“I would like to learn inquirer,” with no explanation of thinking noted.
His response to “What did you learn about international mindedness”?
“I used to think. . . I don’t know, but now I think. . . it is culture.”
“How did your understanding of the learner profile attribute you selected
change?”
“I used to think IB attributes, but now I think it is the IB attributes.” No change. I
suppose a no reflection score would be a result of no answer. I’m curious that when there
is no change of thinking from what one used to think to how they think now that the
resulting score on the rubric is a partial reflection. There is certainly no depth in this
response, and Mr. Inquirer did not demonstrate significant interest in the project or
concept while completing the work.
In checking in with Little Miss Collaborative, “Why did you choose inquirer?”
“I chose this because I am really interested in my learning. I am curious about
being an inquirer because I think I am good at showing some of the other IB learner
profiles (sic), but I do not know for sure what inquirer means.”
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During the observations, I soon realized that the “collaborative” group was highly
dependent on Little Miss Collaborative’s guidance and leadership. She knew when and
how far to push her peers in the task and when to ignore their boyish behaviors.
As an example, I peer over her Action Studio papers, and notice the letters E-S-KA-T-A-T-I roughly written across her page upside down from lower right-hand corner to
upper left-hand corner. Mr. Inquirer reportedly scribbled the letters across her page with
no explanation. My own inquiry into its meaning through Google translate provided no
explanation as well. Little Miss Collaborative’s sketch indicates a well-drawn, rough face
with a bold and clearly drawn question mark above its head. Sometimes leaders must
simply model desired behaviors and ignore non-desired behaviors.
I continue the general questioning, “What have you been learning about
international mindedness?”
“I used to not know,” replied Mr. Inquirer, “but now I think international
mindedness means to respect other cultures and religions.”
Mr. Inquirer has selected paper mâché. The students in his group describe a
project with a face mask with a question mark above its head. The question mark is to be
covered with the National Geographic magazine. The group finishes selecting their
clippings and prepare to start the paper mâché. The group begins to dry-fit different
clippings and experiment with the placement of the pieces. On one side, they choose a
typical eye for placement with the right eye. They begin to argue over where place a
clipping of a turtle’s head, which arguably, resembles a very dark eye. A chameleon’s
tale also resembles an eye, and the debate continues. Soon the eyes are placed, the teacher
announces the class needs to begin cleaning up, and it is all hands on deck within this
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group. They apply glue to their hands like hand sanitizer, sloppily lathering their hands
and quickly coating and applying the remaining clippings with glue.
“They must overlap,” says Little Miss Collaborative, leading the group in the
process.
Mr. Inquirer jumps in, “The pictures also demonstrate open-mindedness.”
Little Miss Collaborative clarifies: “We are doing inquirers, but we want to get
advanced, so we are also trying to be open-minded.
Mr. Collaborative follows, “The pictures represent different cultures: this one is
for America.” He holds up a clipping of the star-spangled banner. “This is France.” An
Eiffel Tower. “Just different countries and cultures.” Next is Cairo and a clipping of
camels and pyramids, silver and gold U. S. bullion coins, a multi-colored snack.
I notice a clipping that could be a native American spiral-woven basket with
brightly colored yellows and teals. I ask, “What is this?”
“It’s a chameleon’s tail. We chose the chameleon’s tail because we hope it will
make others want to be an inquirer to wonder what it is.”
Ah, I fell right into their little inquisitive trap. Well played. Next to Mr.
Collaborative sits Little Miss Inquirer, who is independently working on a paper mâché
mask of her own. She has numerous strips and squares of magazine clippings in a Ziploc
baggie. She is struggling with getting the first rectangle of glossy and slick magazine to
adhere to the mask mold. She decides she needs to dump out all of the clippings to keep
her gluey fingers from getting all over the baggie over and over again.
Mrs. Reflective assists her in dumping the materials out onto the table. “Oh, this
is starting to stick!” Success. “It just takes a few layers to get it to stay on!” Little Miss
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Collaborative’s modeling and intentionality in leadership helps the team stick together
and get a lot done in a short amount of time.
On another day, Mr. Collaborative is spending most of his time rubbing glue on
his fingers and hands. He is preoccupied with the sensory feeling of the glue on his
hands. A large portion of the time is spent massaging glued hands, and only two squares
are added to the mask in forty minutes. Little Miss Collaborative is absent today, which
allows “boys will be boys.” Not much progress is made at all. One teammate adds a
couple paper squares and then observes the other playing with the glue.
As the semester progresses, Little Miss Collaborative receives higher marks than
her peers, but still ends with a proficient rating. She lacks a detailed plan or detailed
reflection connecting to other attributes. At one point the team indicates they may
connect to open-minded, and later it’s caring.
Collectively, these three students have an art statement written by Little Miss
Collaborative’s own hand. It’s simply reads as follows:
Art Statement
By: Mr. Collaborative, Mr. Inquirer, and Little Miss Collaborative
IB learner profiles- inquirer.
During Concord’s authorization visit, we were notified not to use “IB learner profiles.”
The profile, just one, encompasses ten attributes, plural. We are still working to reteach
the thinking among our students and staff. There is no further reflection or art statement.
The final creation is rated higher than most, with lower scores for having only a partial
reflection. Standard three—create is rated as “advanced” by Mrs. Reflective.
The Inquirer: Researcher’s final project description and interpretation (see
Appendix D.5). This student-produced work was among my favorite and also left me
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feeling more curious in its final form. The students collaboratively chose pictures from
National Geographic, and ultimately selected upwards of forty images, which they
collaboratively adhered to the mask over the last six weeks. In one depressed eye socket
is a perfectly-sized, blue, human eye. The other eye is the head of a turtle, with black skin
and small eyes closed, almost indicating a wink. Small squares of blue, white, brown, and
black sprinkle the face with interesting images: Lady Liberty, a photographer, a 1990s
Toyota, a flamingo, a black and white furry puppy, an elephant, the legs of a beetle, a
lynx, a woman carrying a dozen brightly colored packages, a patch of sky, a patch of fur,
some foliage, and skin. This work of art is among the most visually appealing, and
certainly leads me to inquire about each glimpse of each portion of an image selected
from National Geographic and the intent behind each selection.
Any other critic who had not observed the process of this piece’s creation may be
left unaware that beneath six pink and purple paper hearts emanating from the forehead
of the mask resides a question mark. The interrogative is unseen, hidden beneath the
hearts. The hearts were a last-minute and unexpected addition—a desperate scramble to
receive the advanced rating for connecting to multiple attributes. Small diamonds are
sprinkled across the hearts, along folded lines, in the Kirigami style—the result of a
process similar to making paper snowflakes. With no explanation through an artist
statement, the explicit connection to the inquirer learner profile attribute may be
unknown and lost entirely to others. In my curiosity, I wonder if the team forgot to
include Kirigami in the development of their project and added in the cut hearts to fulfill
the plan.
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In responding to Eisner’s (1994b) question, what ideas, concepts, or theories can
be used to explain its major features, leadership was evident with this team of three.
Much has been written on the topic of leadership, yet my focus here is more on how the
quality of leadership emerged in the school ecology. Little Miss Collaborative’s
leadership was needed to move the team along in their learning. On the day in which she
was absent, this was especially evident, as her collaborative teammates only adhered two
small squares of paper to their artwork in 50 minutes of class time. By contrast, Little
Miss Collaborative demonstrated during another observation that she was able to “rally
the troops” and complete a significant amount of work in a short amount of time. Eisner
(1988) described the ecology of schooling as an inter-connected, balanced system:
Given a critical mass, what one does in one place influences what happens in
another. When the mass is not critical, changes made in one place are returned to
their earlier position by the other, almost as a cybernetic mechanism keeps a
rocket on a steady course. (p. 29)
Little Miss Collaborative leadership was like the cybernetic mechanism Eisner described.
She kept her team on a steady course by helping to keep balance, adjusting the course as
needed, ignoring undesired behaviors and modeling desired behaviors with intentionality
as the group’s leader.
Modeling as International Mindedness Curriculum
Introduction
It’s about modeling through personal action in all that I do.
—Mrs. Reflective
Mrs. Reflective knows that international mindedness does not occur in isolation—
it is through modeling and making explicit connections that we can help students to
identify that they will increase their intercultural understanding and begin to be more
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intentional about their choice experiences. In a recent case study of IB schools, the
Hacking et al. (2017) identified the importance of role models in developing international
mindedness—this included modeling through personal actions, fostering diversity
amongst staff, using realia and quotations, sharing experiences, and creating safe and
respectful environments, among others (pp. 94-96). In operationalizing the curriculum
into action, Mrs. Reflective modeled the product and the process for students, creating a
reflective mask. Modeling emerged as a theme because of the positive effects it had on
students’ work, as described in the following vignettes: The Eyes Are the Mirrors of the
Soul, Widening of the Mind, and Mr. Open-minded.
The Eyes Are the Mirrors of the Soul:
Modeling as Process and Product
Mrs. Reflective applied intentionality from purposeful planning to modeling the
process and the product. Class starts. Music plays, and students reflect on their selected
learner profile attributes. Mrs. Reflective pauses the class and music, then continues:
“I’ll quietly put on some music.” As the music begins again, students hear a
stringed instrument in a traditional, Chinese tune, similar in sound to a sitar. After
another moment, Mrs. Reflective raises and lowers the volume on the modern music of
China as an attention getter.
“Here is the list of required materials,” she explains. “Each project should include
portions from a National Geographic magazine.” Mrs. Reflective displays an example of
colorful red, yellow, and brown magazine clippings she used with her teacher model. A
mask. Her learner profile attribute is “reflective”; thus, the mask sets on a stand, and a red
and black abstract “reflection” of the project lays beneath.
The project is visually appealing, and students begin to buzz with curiosity.
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Mrs. Reflective models for students: “Let’s identify which media was used. 3-D
paper mâché, collage, ink. Where does ink come from?”
“China!” was the resounding response.
“Where does paper mâché come from?”
Silence and students shuffling for merely a moment.
“It is posted on the drawer,” Mrs. Reflective prompts, as she points toward a
cabinet of student supplies.
Mr. Inquirer shouts out, “Paper mâché is from China!” They are all from China.
The connection between art, media, and music she models is intentional—explicitly
connected. She has prepared the class for the project, or product.
Reflection: Researcher’s final project description and interpretation (see
Appendix D.6). A colorfully paper-mâchéd mask. A geographical relief map in yellow,
orange, and red adorns the right of the mask—the left as I view it vis-à-vis, with a bold,
black line roughly dividing the mask from top to bottom. Its right eye appears nonexistent. Its left is an eerie matte ivory white—a perfectly bulging circle. The forehead is
papered with red blueprints of the “Chri Quarter”—a likely unknown part of an unknown
town, as a portion of text is missing as the letters spill off of the red paper and into what
once was the rest of a township map with road names such as Latin Patriarchate, St.
Francis, Bab el Jadid, and Fréres. Mrs. Reflective later clarified her intentionality in
selecting a map Jerusalem. Greek columns appear in brown shadows across her cheek,
with chunky square windows and doors across her mouth and chin.
The artwork is carefully balanced on a chrome Mixmaster beater, which when
laid horizontally, doubles as an easel. Below the reddish-brown mask lays a flat, red and
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black abstract almond-shaped oval of construction paper. Mostly red. Roughly black
along one length of the paper reflection.
Matthew 6: 22-23 proclaims that eyes are windows to the soul. Shakespeare
concurs. The French have a similar saying, “les yeux sont des miroirs de l'âme,” or the
eyes are the mirrors of the soul. Revisiting this piece on display, I recalled when Mrs.
Reflective first described her artwork to the students during our first observation: “And I
cut the construction paper to look like a mirror or reflection of the mask. That’s the
learner profile attribute I used—reflective.” And in that moment, Mrs. Reflective found
her name.
Toward the end of the study, Mrs. Reflective provided an artistically crafted artist
statement, which is also a demonstration of her intentionality in material selection, word
choice, symbolism, and metaphor—a demonstration of her beliefs and values:
Reflective
The maps used to create my face’s form are from Israel because my ancestry is
from that region.
We thoughtfully consider the world
Holding the face’s form is a beater attachment that transforms singular
ingredients, or items, into new creation. It symbolizes my occupation.
And our own ideas and experience.
There is a circle on one eye to symbolize a pupil that lets in light but the other eye
is covered, marking limitations.
We work to understand our strengths and weaknesses in
order to support our learning and personal development.
Beneath is the true reflection of my actual face.
Process and product through the pedagogical dimension. Across all
observations, Mrs. Reflective modeled the process and product for students. During one
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observation, she displayed a series of books with titles and covers reflective of the
diversity she hopes to expose students to. Titles included Children Just Like Me, In
America, Everybody Eats Rice, and Inventions that Changed the World. Alongside the
literature were native crafts, including a brightly-colored and tightly-woven scarf; a
similarly brightly-colored doll with dark, cloth skin, gold bracelets, and headwrap; and a
piece of black, square cloth with a quilted animal, similar in style to the traditional
Chinese guardian lion—its body adorned with colorful, quilted strips of cloth. Also
displayed were other examples of realia: old coins, an egg carton, a paper scroll, and a
metal bucket. Each is associated with an accompanying culturally diverse text.
During other observations, Mrs. Reflective incorporated models for project
expectations. Mrs. Reflective opened class today with a stop-motion IB learner profile
video. “I want you to be thinking about how you are going to communicate the learner
profile attribute that you chose.”
The video plays for perhaps three minutes, as the silent film told a story of Bob,
illustrated by a child, complete with stick figures and hand-written text.
“In the movie, Bob chose all ten attributes. You only need to do one.”
The students get to work, Mrs. Reflective gets to checking in with individual
students, and I get to purposeful observation. Another day, I arrive early. On the
whiteboard, Mrs. Reflective posted some differences between learner profile attributes
versus international mindedness, helping students make connections across attributes.
There are ten red, white, and black cards posted. Each depicts an animal in black and
white, with descriptors for each of the ten attributes in red and white text.
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There is a quick, quiet start to class, as students file in and Mrs. Reflective
proceeds to the front of the class. She has selected another model—a “Prezi”
presentation, which she projects on the board. It is text heavy and prompts questions such
as, “What does international mindedness mean?” The text is small and difficult to read.
Mrs. Reflective reads it aloud:
“A growing inclination toward an understanding and celebration of the value of
diversity, in all its forms, empathy, open-mindedness . . .”
She continues to the next slide.
“An awareness of our own culture and that of others—an understanding that
people with different perspectives can also be right.”
She switches slides again.
“Mindedness is about empathy, not just knowledge.”
Mrs. Reflective powers down the projector and turns her attention to the ten
learner profile attributes posted on the whiteboard.
She passes out assignment papers, which now have her feedback. She points to a
few, engaging in specific conversations with students about what needs more
explanation. Others are ready to proceed with their project, and Mrs. Reflective simply
distributes those papers.
Mrs. Reflective again refers to her model of Reflection. She was very mindful of
having a project that reflects to signal the focus on reflective. Then she turns to the rubric
to make the connection explicit for students:
“How can you score advanced? Let’s begin with the end in mind.” She references
the first criteria on the rubric: “Standard 2: Envision and reflect.”
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Today the music is from the U.S.A., and Mrs. Reflective wrote “The American
Revolution, featuring Alexander Hamilton” on the black plexi-glass. The text is now in
red, write, and blue paint pen with a blue star.
“How do you score advanced?”
“By showing what you picked clearly,” says one.
“Connecting to other attributes,” says another.
“That’s the one I didn’t do. I just focused on being reflective, reflective,
reflective. So you’ll need to do better than I did. You need to do more than one attribute
to get advanced.” She then turns to the third criteria on the rubric: “Standard 3: Invent to
discover and create. You’ll want to include that same level of detail in your creation,” she
says, again referencing the reflective representation in her artist model.
I circulate the room and check in with different student participants. Toward the
conclusion of the study, I found Mrs. Reflective addressing the class and describing
expectations for the final class period of this project. Approximately half of the students
have completed their projects and the balance needs additional time to wrap up. Students
who are finished are allowed to describe their international mindedness art projects with
peers who are also finished. Students are also directed to reflect on the project and their
learning in their descriptive “artist statement.” Mrs. Reflective provides a model, based
on her own work (see Appendix D.6). Soon after was the final day of observations. Upon
arrival students were quietly completing the post-assessment reflection within the Action
Studio guides. These were collected by Mrs. Reflective. The final step in the Action
Studio was to take pictures to document the art. In anticipation of a tight schedule today,
Mrs. Reflective did so in advance.
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Mrs. Reflective explicitly models the process for the class. She reveals a
“reflective tool”: a mirror “microphone.” She walks the class through a summative
reflection activity, which she described as creative, cooperative, and risk-taking. It allows
each to make yet another reflection connection to her art work while modeling how to
present for the gallery walks.
Students wrapped up artist statements, performed a gallery walk, and read artist
statements and learned about each other’s projects. I joined the students in this process
and gave them my full attention, putting aside my computer for the day. The artist
statements were collected by Mrs. Reflective.
As class wraps up, I shared my gratitude for the students’ participation and for
Mrs. Reflective opening her classroom and participating in the study.
Eisner’s (1994b) question, how does this classroom operate, responds to both the
structural and pedagogical dimensions. In the above vignette, Mrs. Reflective provides
multiple models of both the process and the product to aid in student learning.
“Educational aims and curriculum goals have little reality for students unless teaching
practices are consistent with those aims and goals” (Eisner, 1988, p. 29). Mrs. Reflective
modeled of the process by making explicit connections between the learner profile
attributes and being internationally minded. Mrs. Reflective provided multiple
interactions with the what: the language of international mindedness; and the how:
through exploration of intercultural connections. She sought to increase student agency
through voice, choice and ownership: students selected their learner profile attribute, their
individual or collaborative participation within the Action Studio, and their media for the
final artwork. She also modeled the product: a reflective mask with personal connections
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to self and the language of international mindedness through her artist statement. Finally,
she modeled the culminating task: a gallery walk, which included a reflective, mirror
microphone. Her teaching practices were consistent with the aims and goals of the
intended curriculum.
A Widening of the Mind: Modeling as
Cultural Inclusiveness
Culture is the widening of the mind and of the spirit.
—Jawaharlal Nehru
Question: “What is the subject?” Response: “International Mindedness.”
Mrs. Reflective continues with a portion of the Prezi from the last class period.
“I’ll be reading the headings. You can read the definitions.”
Students take turns reading the international mindedness definitions.
Mrs. Respectful prompts, “How could you help in being internationally minded?”
Many students, reading from the slides respond in unison: “Be respectful of
religions and cultures!”
The questions continue, now in specific school locations, “How could you be
internationally minded in the classroom? How could you be internationally minded in the
basketball court? How could you be internationally minded in the hallway?”
Mrs. Reflective distributes student projects one at a time, each by name. Once
students have their work packets, they get to work. Mrs. Reflective addresses the group:
“Some of you need to get your work approved to start your project. I’ll be around to
check in when you are ready.”
The class buzz begins as the students locate their supplies. “Somebody help me.”
“Where are the sharpies?” Students move about with handfuls of paint bottles nestled
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between fingers. Another helps shake up paint. Groups settle down at tables and get to
work.
Mrs. Reflective turns on the music. She circulates the room, walking a group
through origami folding of a crane. It proves more difficult using the National
Geographic pages, yet she demonstrates that it can be done.
I record a couple reflective questions in my notes: How are these projects
representing the learner profile attribute? How do they convey what it means to embody
that particular attribute?
Mrs. Reflective continues to work with the paper folding group.
I check in with Mr. Inquirer. “What are you learning about today?”
“I feel that I’m learning about nature because we are adding some animals. Last
time we used smooth paper. Now we are using National Geographic clippings, and it
feels the same in the glue.”
“So how does this project help you become a better inquirer?”
“We are adding cultures to it, and we are representing culture. What is that?” He
seemed to have misunderstood my question but quickly adjusts his thinking. “The
cultures from the National Geographic—I’m an inquirer because I’m wondering where
the cultures are from. Or the animals—I’m wondering about the different names of the
animals, like this one.” He points to a square clipping of a wildcat.
Mr. Collaborative chimes in, “It makes me better because it makes me wonder
about all the stuff on here. I see all this stuff on here and I wonder about it. National
Geographic has a lot of stuff in it, and I wonder about all of it, such as these elephants. I
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don’t know what they are doing.” Two other students are the table start laughing, and Mr.
Collaborative becomes distracted and himself can’t stop laughing.
Mrs. Reflective intervenes, redirecting the laughing students.
Mr. Collaborative collects his thoughts and continues, “I mean, I wonder if the
elephant gets enough food.”
The volume on the compact disc play increases and decreases, and the subtle
signal directs the class’s attention toward Mrs. Reflective. The small blackboard is still
listed as U.S.A. She shares a brief story with students about American revolutionary
Alexander Hamilton and seeks to make connections between the Hamilton musical
soundtrack and the historical. Just after 2:00 p.m., Mrs. Reflective prompts the class for
cleanup and dismissal for school-wide assembly. The lights are switched off, and the
remaining light in the room streams in from the west windows. All exit.
In asking, what does the situation mean to those involved (Eisner, 1994b), this
vignette demonstrates the importance of valuing diversity and intercultural
understanding, which helped foster the overarching theme of becoming internationally
minded. Mrs. Reflective sought to make this connection through the music explicit by
discussing the intentional inclusion of diverse actors in Hamilton to represent the face of
present day America. Mrs. Reflective modeled the importance that “Understanding
culture, history and ways of thinking is complicated and difficult, and can be very
disconcerting—all the more reason for making it an integral part of education” (IBO,
2018, p. 68). Likewise, in introducing this study to readers, I led with a similar call to
action by Noddings (2005b):
Schools today do try to teach something about other cultures, and they often try to
promote global awareness. . . . In an era when we almost never hear honest debate
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in politics, our children must learn how to evaluate their national history and how
to use what they learn about history to reflect on current affairs. (pp. 54-55)
In short, it is through understanding the culture and history of others and celebrating
diversity that helps makes the world a better place for all of us. In the last two vignettes,
Mrs. Reflective sought to accomplish this by fostering personal awareness of selfexpression, world view, and the interconnectedness of human interactions with openmindedness, empathy and curiosity.
Mr. Open-minded: Modeling as a
Celebration of Diversity
Mr. Open-minded is a White male, with longer dirty-blonde hair, which covers
his eyes and a fair portion of his face and fair skin. He is eleven years old, and his mother
is still actively engaged at the school with him and his siblings. Like Little Miss
Communicator and Mr. Thinker—he is the oldest. Mr. Open-minded carries with him a
quiet stoicism, which is not beyond his years but I anticipate will eventually develop into
purposeful, insightful, and restrained leadership. Of just a few observed participants, he
transferred the clever connections found in Mrs. Reflective’s project model to his own
project. These connections were observed over a series of observations. He selected
open-minded. Why?
“I chose open-minded because people don’t like other people because of race and
religion.”
“Wow!” I hang on his words for a moment. “So tell me about your project.”
“I drew a stick figure drawing, and there is a man at a desk sitting on a chair.” A
curved desk lamp shines on the stick man’s work. Squiggly lines and bubbles stream
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from a wedge in his head off the page. “Ideas flow from his head—his open head—
because he is open-minded.”
Later, Mr. Open-minded is using glue to hold a piece of his project together. “I
was using glue up here, and it got on my paper and it soaked.”
“That’s a bummer.”
“Yeah, I know. I chose open-minded with the knowledge flowing out through this
candy picture.” He holds it up to show me better, “I chose this picture because it was
colorful.”
“How best is open-mindedness demonstrated in this project?”
Mr. Open-minded replies, “I think this demonstrates open-mindedness because he
is sharing and conceiving knowledge at the same time.”
Mr. Open-minded’s understanding seems to be growing from just conceiving or
flowing knowledge from his open-mind to also the sharing of knowledge. “So how is this
project helping you become more internationally minded?”
“I hope that students will wonder about my project and have the courage to ask
questions about it.” Mr. Open-minded describes progress toward completion of his
project. Today he completed the sketch of the actual student to be placed beside the desk.
There is a wedge cut out of the upper-right hand corner of the character’s head, which
will fit together with the candy stream of consciousness flowing off of the page. “It
should fit together about like this,” he says, cutting out the character and demonstrating
how the candy will be superimposed over the other National Geographic magazine
clippings below.
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I begin to close our short encounter, “Is there anything else that you think I should
know?”
“Yes, that the collaboration and feedback from my classmates helped be better
understand international mindedness.”
“How did they help contribute?”
“I originally wanted to include a sketch of the background, but when I was
flipping through the National Geographic magazine, we came across this picture,” he
said pointing to the nebulous space scape, “and they suggested that I use this picture
instead of the sketch of the bedroom. I thought it was a good idea, so I decided to use it.”
I noted that Mr. Open-minded started with one idea, yet he applied the attribute of openmindedness to the suggestions of his classmates, which influenced the direction of his
artwork. Mr. Open-minded selected both realistic and abstract for his project and is not
clear which parts are which. The connection is to China with no explanation why. The
intended media is a colored ink drawing.
Another day, I check in with Mr. Open-minded. He described the vision for his
project. He is working on a black and white sharpie sketch of a small man with a large,
round head, reminiscent of Charlie Brown of Peanuts fame. On a separate page, he has
located a celestial body with a wavy, elongated triangle flowing from the top, left
quadrant of the page off the page to the left and right. A closer look at the triangular
image reveals a collage of multicolored candies like visions from Charlie Buckets’
wildest dreams. I quietly reflect in my notes and am quietly entertained by the two
Charlies: Charlie Brown and Charlie Buckets from Wonka’s Chocolate Factory. Mr.
Open-minded turned his attention to his planning sheet:
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“I drew a stick figure sitting at a desk, reading a book under a lamp.”
Radiating from ‘Charlie’s’ head is a steady stream of awareness, perhaps.
“The knowledge he is getting is here in his open mind,” he added, pointing to
where he intended to add the magazine clipping from Wonka’s wonderland.
“Cool—thanks,” I close and transition to another table group. Later, I catch up
again with Mr. Open-minded: “So we are wrapping up soon. What would you say you
learned about international mindedness in the process of making your art?”
“I used to think I didn’t know. But now I think it means to be a good person.”
“Okay. How has your understanding of open-mindedness changed?”
“I used to think open-mindedness means to be accepting. I guess I still think it’s
still means to be accepting.”
A Smart Dude: Researcher’s final project description and interpretation (see
Appendix D.7). Just the final project rests upon a black background, thick black, with a
thin green band framing his work. His stick figure has evolved, and the desk lamp table
and chair have taken on shape to look more realistic. The book is illustrated by a clipping
of text. The one clearly visible word is “chemicals.” This Smart Dude’s hoodied head
reveals an almond sliver of pink face peeking out. There’s a slim smile on the nearperfectly round face, with arms extended to hold the text. The eyes are clearly focused
upon the words.
The main portion of the backdrop shows a swirl of pink, red, and black sky. Space
is shining with nearly uncountable starbursts—little rays of white and red bursting out
from each. Along the right is large text at 90 degrees in Times New Roman: HICA, with
the remaining subtitle, “of our universe” beside a vertical line. Without explanation,
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another strip from the National Geographic rests upon the top third of the artwork. This
seems out of place and was not drawn into the original sketch. The clipping is a
landscape of mountains, a lake, a cloud, and a burst of color upon gray trees—reds,
yellows, and vibrant greens. A hint of a split rail fence leads me to believe someone took
a picture of fall foliage: “Rocky Mountain Gold” in the prime of autumn—Mother Nature
pushing out plumage before the death of winter. My real presumption is in the haste of
removing the soaked glue from the National Geographic supernova, the page must have
torn and needed a filler.
My favorite part of the piece is the diversity of knowledge emanating from the
figure’s head. This is a sea of candy bleeding from pinks to purples to blues as it expands
and powers off the page, across the background of the small green band and wide, black
mat. Boxes of Wonka’s Nerds rest upon loose Good and Plenty, Pixy Stix, a purple and
white hard-candied swirly lollipop on a stick, a purple Tootsie Pop, salt water taffy, Jolly
Ranchers, wax cola bottles, and sugary gummy sticks. Chunks of hard candy. A starburst.
Eisner’s (1994b) first question for effective interpretations, what does the
situation mean to those involved, is relevant to this vignette. Mr. Open-minded is
thoughtful in his selection of his learner profile attribute: “I chose open-minded because
people don’t like other people because of race and religion.” He is also thoughtful in his
figurative portrayal of one who is knowledgeable with a literally open mind, which subtly
represents diverse ways of thinking in “sharing and conceiving knowledge at the same
time.” His character’s open-mind is a reflection of Mr. Open-minded’s belief that being
open-minded “means to be accepting.” Accepting of what? If a picture were worth a
thousand words, I would summarize with one: differences. Mr. Open-minded is also
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hopeful that his work will be a model for others: “I hope that students will wonder about
my project and have the courage to ask questions about it.”
Reflection as International Mindedness Curriculum
Introduction
Reflection at the Primary Years Programme level is ongoing and occurs through
formative and summative student assessment (Castro et al., 2015; IBO, 2018; Wells,
2016). Teachers are encouraged through the implementation of Making the PYP Happen:
A Curriculum Framework for International Primary Education (IBO, 2009) to regularly
reflect on their practice during the process and upon completion of teaching a unit of
study. Reflection plays a central role in many IB practices, including the IB action cycle,
which encourages students to reflect on responsible, purposeful, and beneficial action
(IBO, 2009). Connelly and Clandinin (1988) supported the practice of reflection in the
following passage from a section on Learning from Being a Learner:
Teachers often tell stories about their own experiences as learners. They learn a
great deal from reflecting, through their stories, on their experiences as children in
their home, family, and community situations. They are also keen about teaching
and reflecting on their experiences in school. Often what they learn is not what we
might imagine their own teachers had in mind. They also learn about the way they
know their teaching from their experiences as adult learners in university,
professional development, and inservice courses. Finally, they learn from
reflecting on their understanding of theories and research in education. (pp. 198199)
Reflection emerged as a theme primarily because of the observed connections between IB
philosophy and the intended and operational curricula. Reflection is described in the
following vignettes: Trusting the Spiral, Mrs. Reflective’s Regret, Paper Mâché and
Sticky Notes, and Mr. Thinker.
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Trusting the Spiral: The
Structural Dimension
The study, interview, and observations were completed during the months of
March, April, and May 2018. In early March, Mrs. Reflective participated in an initial
teacher interview. True to her name, Mrs. Reflective requested a copy of the interview
questions ahead of the interview. I perceived this as a demonstration of her intentionality
and how she values thinking and reflecting on items of importance in advance. She
owned the process unlike a passive participant. This was unexpected. We met for a faceto-face interview in her art classroom for a period of approximately one hour. Below is a
passage from my reflective journal the evening of the interview:
Mrs. Reflective is thorough in all she does. She came prepared to the interview
with all questions neatly responded to in her own handwriting. Her intent was not
to simply complete an inventory of teacher attributes and experiences, as she
never shared the answered questions directly with me; however, this allowed her
to thoughtfully and reflectively respond to each question with care, purpose, and
thoroughness.
As an example, her response to my question “What was your experience with IB prior to
coming to the school?” Mrs. Reflective not only spoke to her extensive IB training, she
had it detailed in her referenced résumé, workshop by workshop, and organized by the
categorization of each workshop. IB typically categorizes workshops by three levels:
Category I, entry level; Category II and Category III as more advanced levels. By
comparison almost all staff at the school site has only completed one or perhaps two
Category I IB trainings. Mrs. Reflective has completed at least eight such trainings and is
also a certified IB Educator. “I’ve been a PYP authorization and evaluation site visit team
member and have participated in multiple IB workshops such as Sharing Best Practices
in the PYP and Service Learning, Student Agency, and Inquiry and the Subject
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Specialist.” She has also participated in three authorization visits and three evaluations.
She has also participated in round table discussions. She has also visited fifteen IB
Primary Years Programme schools.
I received a lot more information than I had previously experienced with other
formal interviews during my graduate studies. Mrs. Reflective came prepared to answer
any question with depth and confidence. She demonstrated thoughtfulness and
intentionality in all her responses.
In responding to open-ended questions, such as “What are three words you would
use to describe yourself?” Mrs. Reflective chose to clarify her response in the context of
her role as an art teacher. The “three words” were as follows: “Child-centered, growthmindset, inquirer.” This speaks to her intention of being her best for the students by
continually improving and reflecting, typical of her presumed experience studying with
McREL, a Colorado-based professional learning organization known for its extensive
work with finding best practice through the Continuous Improvement Process, an idea
often compared to fractals found in math and nature. Fractals are repeating, spiraling
patterns that in this context are used as a metaphor for continuous improvement.
Spiraling back, Mrs. Reflective described her experience in college and early on
in her professional career:
I attended the Santa Fe College of Art and Design, and later the University of
New Mexico, where I received my master’s in art education. Later, I worked in
the Albuquerque Public Schools system and was immersed in schools with handson experience through the University of New Mexico collaborative. I also cofacilitated the UNM Saturday Art for Kids, and I participated with another IB
Primary Years Programme teacher in the visual arts, focusing on “How we
Express Ourselves.
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In all, the purpose of this description is to detail, with examples, how Mrs. Reflective
approaches her life and her work. Mrs. Reflective is professional and highly organized,
not to mention reflective, in her practice. The organization of her binder, the pursuit of a
distinguished IB title and additional responsibilities, and her interest in participating in
this study are all indicators of seeking continuous improvement for herself and others.
“What elements or attributes of being internationally minded do you feel describe
you?”
She responded one by one, “Caring, open-minded, communicator, risk-taker,
inquirer, principled, reflective, thinker.”
These are true for the Mrs. Reflective that I have grown to know and admire. She
is also knowledgeable. She is principled. She is open-minded. She is reflective. She is
internationally minded.
Considering Eisner’s (1994b) question, what does the situation mean to those
involved, I was surprised by and impressed with Mrs. Reflective’s level of interest in this
project. The level of reflection she invested in advance of the interview was also
reflective of her passion and intentionality: her passion for the content, IB, and her
intentionality in her actions, being prepared. This approach to the process demonstrated
her organization and commitment to lifelong learning and continuous improvement. This
is further demonstrated through the following vignette: Mrs. Reflective’s Regret.
Mrs. Reflective’s Regret: Reflection for Growth
Do the best you can until you know better. Then when you know better, do better.
—Maya Angelou
It was becoming late afternoon during our initial interview, and the sun was
starting to shift, casting light shadows across the art room, filtered through the blinds of
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the west-facing windows. We faced each other across a student table, and I was surprised
when we addressed one question in particular.
“If you could, what is one thing you would change about your work?” I asked.
The intent of this question was to open the door to approaching curriculum development
for the purposes of this study. The impact of the question instead prompted a reflection
on missed opportunities.
In coming to Concord Elementary, Mrs. Reflective had certain intentions for her
professional growth. The above question opened a reflective dialogue about our shared
experience as a school seeking candidacy in the IB Primary Years Programme:
“I regret not advocating for more opportunities to provide feedback about the
process and early stages,” she reflected.
“Yes, given your qualifications, experience, and expertise, in many ways you
were an untapped resource,” I responded, instantly understanding the hurt she felt and the
shadow that had been cast. We both had regrets.
IB provides a consultant to schools seeking candidacy in the IB programmes. The
purpose of this individual is to help guide the process of becoming an authorized school,
drafting various policy, and implementing the framework of the program. Our consultant
provided the required feedback and was at times standoffish. She worked full-time as a
teacher in a different school district within the state and visited our school site twice
during the consultancy, which is the IBO expectation. There was no connection to the
school outside of the IB obligation.
By contrast, Mrs. Reflective was available daily and was on site to regularly
observe our becoming an authorized IB World School. She cared about our development.
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Admittedly, because she was new to the school system and had not been asked directly,
her participation and guidance in the authorization process was regrettably limited.
“I regret not being used more as a resource and having more involvement in the
process.” Her honest reflection and vulnerable admission gave us both pause. It was a
missed opportunity for both the school and for Mrs. Reflective. In some ways, I felt as if I
had failed her because I was blind to her capacity and potential involvement in our
development of our programme. We both collected our thoughts, regrouped, and
continued with the interview.
In answering Eisner’s (1994b) question, what does the situation mean to those
involved, I made the connection that between wanting the best and getting it right for this
study, I allowed the IB protocols regarding IB consultancy to inform what it means to
“get it right.” I value the importance of including our people in the ownership and
development of the school and regret not leveraging Mrs. Reflective’s expertise more so
during Concord’s authorization process. Mrs. Reflective appears to own this decision as
well. This realization motivated us to want to “do better” moving forward. Our collective
regret helped me identify another emerging theme: reflection. According to Connelly and
Clandinin (1988), “Teachers learn a great deal from reflecting, through their stories, on
their experiences, as children in their home, family, and community situations” (p. 198).
In frequent conversations with other IB teachers and educators, many proclaim, inaction
is also a form of action. This is supported by the IBO: “inaction is also a legitimate
choice; indeed, sometimes, inaction may be the best choice” (IBO, 2009, December, p.
25). Our collective inaction resulted in a missed opportunity. From this experience, this
situation may have informed both of our decisions in involving each other in the shared
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work of this study. I suspect that Mrs. Reflective’s participation in this study was in part
to avoid making a similar mistake, having another missed opportunity. Our intentions in
“doing better” were to avoid making similar mistakes moving forward, reducing future
missed opportunities by taking action and getting involved in our shared work of
achieving the inferred mission of Concord and the IB: to develop international
mindedness in teachers and students. This was reflection on regrets to improve future
practice: knowing better and doing better.
Paper Mâché and Sticky Notes:
Reflection as Learning from
Being a Learner
Mrs. Reflective helped me in my thinking of initially wanting to plan a unit of
inquiry using the IBO’s PYP Planner Template. Generally, the planner template, or
“bubble planner,” affectionately named for its nine bubble-shaped graphic boxes, is an
inquiry into a particular transdisciplinary theme at each grade level. Mrs. Reflective had
previously created a similar unit planner in which she also entitled “International
Mindedness.” This was linked to the transdisciplinary theme of “How we express
ourselves” with the central idea of “issues, believes, and values vary throughout diverse
cultures.” For the evaluation of her international mindedness unit, students would be
assessed given a rubric and with their final art product.
As we sat down together on a warm Saturday afternoon in the familiarity of Mrs.
Reflective’s art classroom, we faced each other across a student table, pouring over a
vision for the intended curriculum. Mrs. Reflective had already given much thought to
what could be included and how it might be organized. She came prepared with a folder,
organized with artifacts from her experience. Unbeknownst to me, Mrs. Reflective had
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previously developed and taught a similar unit using the bubble planner. The bubble
planner directions prompted the curriculum planner for essential and required elements of
an IB unit of inquiry. She pulled out the unit planner for the reveal.
“I’m not sure how this might work into your plan, but here is a unit I’ve used
before.”
While we reflected on her previous work, we discussed questions such as the
following: What evidence, including student-initiated actions would we look for?
“Independent art that communicates knowledge about other cultures, places, and times,
issues, believes, or values; and presentation: enthusiasm, appreciation, commitment,
creativity and confidence to present their work for viewing.”
What lines of inquiry will define the scope of the inquiry? “Art innovation
throughout different cultures, places, and times; explore issues, beliefs, and values in art;
art’s influence on thinking and behavior.”
What teacher questions or provocations will drive these inquiries? “When/where
is the work of art from? Is it innovative? How? How are the artist ideas, feelings,
experiences and or imagination communicated through this work of art? What issues,
believes, or values are being communicated through this artwork? Who might be the
audience for this piece? How might the audience be influenced by this piece?”
We quickly realized that although the unit was entitled International Mindedness,
its intended purpose was not necessarily to explicitly foster international mindedness.
Additionally, the structural constraints of a special-areas rotating class, such as art, did
not meet the same time requirements for a standard unit of inquiry, which may extend
over a similar calendar length of time of six weeks; however, the daily duration would
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not allow for the depth of study intended in a standard unit of inquiry for which the
Primary years Programme Planner Template was designed. The planner also presently
targeted three learner profile attributes. We both agreed that IB intends international
mindedness to be taught through accessing the learner profile. Perhaps that was a starting
point.
Mrs. Reflective expertly had another idea, which she did not share with me at
first. She began probing me with more questions to get a better idea of what we hoped to
accomplish during the remaining weeks of the semester.
“How long does this need to be?”
“About six to eight weeks.”
“Does it have to be a full unit?”
“No, but I wrote into the study that we could use the bubble planner. I could go
back to the study to reflect something else.”
“So maybe it could be an extended inquiry lesson?” The conversation quickly
took a turn as if Mrs. Reflective had an “a-ha” moment. “Hang on a moment,” she said as
she suddenly stood up and briskly walked across the art room, while she continued
speaking, continuing to make eye contact with me as we both turned our heads over our
shoulders, “I think I have something that might work.” She stopped just briefly at an
organizer with multiple color-coded slots for various pages and pulled out a lesson
template. “I use this regularly with students—it’s one students are familiar with and
enjoy.”
For fifth graders, her idea offered the promise of collaboration or independence,
choice, inquiry, and creativity. She called it the Action Studio project.
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“The Action Studio is generally scaffolded for students. Most younger students
have experience in the collaborative Action Studio projects.” Fifth graders were
empowered to create collaboratively or independently, using one or multiple, or mixedmedia. “A standard Action Studio project generally takes six to eight weeks. Maybe it
will work for your study.”
As we wrapped up for the moment, we decided to start working on next steps for
developing our unit planner. We reflected on the unit and had a conversation about
students’ independent work versus collaborative work and how that might relate to the
Action Studio projects. We discussed the importance of having a pre-assessment so that
we could determine a starting point in the student’s development of becoming
internationally minded over the course of a six-week period. We mapped out the next few
times to meet, including when to plan, the amount of time students would need to create
their art projects, time to present and share out their projects, and time for them to reflect
on the process. We also discussed the importance of including the IB learner profile
attributes in this process and how essential it will be for the teacher to model multiple
connections to foster international mindedness.
In short order, we drafted a version of what would eventually become the
Collaborative or Independent Action Studio —International Mindedness (see Appendix
C). We left that Saturday afternoon having a vision of what we were planning to do and
had a few details to work out over the coming weeks before the observations began.
The following Monday morning, we began a written exchange of ideas now
documented with the evidence of highlighting, parenthetical suggestions—followed by
question marks, marginal notes, colored stickies and sweeping edits. Mrs. Reflective
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placed an edited draft in my mailbox of the then “Independent (Choice or Collaborative?)
Action Studio—Intermediate” lesson plan with penciled-in notes and suggestions.
Comments such as “Make example—paper mache: China” and “see rubric first” filled the
margins and empty spaces. I also revisited the draft lesson plan over the course of the
next couple of days, adding some suggestions and reflective questions for Mrs. Reflective
and a blaze orange sticky note with “Thoughts?” posted in the upper, right-hand corner of
the document. The evolving Action Studio collaboration was beginning to take form.
On the reverse of the page, just above a highly-edited rubric, was a section
entitled “Describe your art,” with the direction, “Now that you’ve finished the process,
reflect on the product.” I realize now that students needed to reflect on the product and
the process. As Socrates is attributed, “You don’t know what you don’t know.”
Instead, the feedback I provided included adding the words international
mindedness to a follow up question. I also wrote, “What did you learn about international
mindedness in the process? How is that evident in your art?” What we didn’t ask students
were questions such as: “Why is being internationally minded important?” or “How
would you recognize someone who is internationally minded, and why are those
attributes important?”
Over the next week, various ideas and iterations were suggested, and we finally
landed on “I used to think . . ./Now I think . . .” Our thinking at the time was to allow
students to reflect on their learning over the term of the project and to not direct them to a
certain line of thinking. This is well in line with the approach of IB and is specifically
addressed in box three of a standard bubble planner. As I later analyzed the student
reflections, I was highly interested in knowing if the “I use to/Now I” sentence stems
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would prompt the depth of critical thinking that we were hoping for in their responses. I
didn’t know then that Mrs. Reflective and I, both perfectionists, may have found
ourselves in a sticky situation.
Specifically, students were not able to connect to a key concept or central idea or
line of inquiry but instead had a slight forced connection to one of the ten learner profile
attributes, since that was the focus of the unit. Students were able to choose one of the ten
attributes and were prompted to explain why they chose that attribute.
From there they could sketch out the design of their project and choose an art
style. They were also prompted to identify an image from National Geographic magazine
to incorporate into their project. The intent was to foster connections to other cultures.
Students had to choose a country or culture that was connected to their project and
explain why they chose it. At each step of the process, the teacher would check in with
students and provide feedback before approving the plan for their actions studio project.
The student prompts “I used to think/but now I think” provided a scaffold for students to
describe what they learned about international mindedness and how their understanding
changed in a uniform way.
As the unit was finally developed, I was able to begin considering Eisner’s
(1994b) second question, “How does this classroom operate?” Connelly and Clandinin
(1988) wrote about the importance of curriculum as an experience. The curricular
dimension specifically addresses what students might experience through the teacherprovided situations and learning activities we organized. Mrs. Reflective and I sought to
provide an experience to students which would (hopefully) result in a meaningful
reflection and further inquiry into international mindedness. Through the development of
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the curriculum, we made explicit connections to the IB learner profile, cross-cultural
connections, and art styles. Based on their experiences, students had lots of choice on
how to connect these pieces and make meaning for themselves. Student experiences were
varied because of the choices afforded to them and their application knowledge of and
reflection on previous experiences in Mrs. Reflective’s art classroom. In a similar study,
the diversity of experiences participants brought forth was described made learning
“fuzzy” and beautiful; “international mindedness means many different things. . .
depending on their context or personal interpretations. (Hacking et al., 2017, pp. 38-39).
Eisner described experience as “slippery,” and cited “it is difficult to operationalize; it
eludes factual descriptions of manifest behavior” (Connelly & Clandinin, 1988, p. ix).
Despite the messiness of teaching to an abstract concept such as international
mindedness, we sought to create a learning experience that would stick with students.
Mr. Thinker: Reflection as
Emancipation
Mr. Thinker is an eleven-year-old, Latino male, who is generally reserved and
pensive. Yet he is good natured—someone I wouldn’t mind my own children forming a
relationship with. Many of his siblings also attend Concord Elementary, of which he is
the oldest. He exudes a calm responsibility and generally gets along with all his peers. He
completed his informed consent paperwork about two-weeks into the data collection
process, which means I had less data collected on him than other participants. I work to
catch up on his progress:
“So I see you picked thinker—why is that?”
“I picked thinker because I think before I speak.”
Enough said. A small and simple pencil sketch depicts a smiley face mask with zig-
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zagging, intersecting lines from top to bottom, left to right marking off four quadrants.
The teacher has provided feedback about a mismatch between the art style and the
depiction in the apparent lack of National Geographic images. Mr. Thinker has chosen
France as the country and collage as the media.
“In looking over your Action Studio project, you wrote that you didn’t know
about international mindedness, but now you think it means to respect a culture. Tell me
about that.”
“Yeah, I mean, this was new to me, so I didn’t know. But now I see it means
being open-mined and respectful.”
“Okay, so what have you learned about being a thinker?
“I guess to think, well, it’s okay to be without something, to not have to think all
the time. I mean sometimes I shouldn’t think so hard about things.”
Ironically, Mr. Thinker is marked down on the rubric regarding the learner profile for
Standard 2: envision and reflect.
Cool Face: Researcher’s final project description and interpretation (see
Appendix D.8). A brown and coarse-fibered paper mask rests upon a black square of
construction paper. Two blank, white eyes—roughly cut circles—rest in depressed eye
sockets. Six black strips of paper, roughly a quarter to one-half inch in width, zig-zag
from above the right ear and across to form lips. An earlier layer of red peeks through
here and there. A little red to the left and right of the forehead and on the neck, signifying
fleshy jowls. Two small specks of red appear on the tip of the nose.
The piece is reminiscent of the iconic 1983 Quiet Riot Metal Health album cover
art, depicting a man in a metal mask and a red leather straightjacket. Perhaps with the
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artist’s country or culture connection of France, Voltaire’s and Dumas’ descriptions from
Man in the Iron Mask would come to mind. I’m doubtful that was the intent, however.
Nonetheless, the hollow eyes peer through the heavy, rough paper, seemingly revealing a
face within the mask—one with little emotion and cracked lips. Deep within this piece, I
envision someone processing, wondering, thinking, waiting to exhale.
In answering Eisner’s (1994b) question, what does this mean to those involved, I
selected the recurring theme of reflection. Mr. Thinker is innately pensive, carefully
choosing his words, frequently deep in thought and reflection. This was evident in one
interaction in particular, “I guess to think, well, it’s okay to be without something, to not
have to think all the time. I mean sometimes I shouldn’t think so hard about things.” As a
result, at times, Mr. Thinker appeared cerebral, to be trapped in his head. His final project
also gave the feeling of a reflective being, trapped within the mask. This reminded me of
a passage from Puz’s (2013) The Carolinian: “Free men can easily become enslaved, if
they let others do their thinking and talking, instead of using their own heads” (p. 73).
This speaks to the type of thoughtful reflection that Mr. Thinker often appeared to be
engaged in, always overthinking, trapped.
Reflection as emancipation is an allusion to Habermas’ (1981) Theory of
Communicative Action, which described reflection as emancipatory and freeing. Mr.
Thinker was thoughtful about his work. He started with a clear plan, and his final work
closely resembled his initial sketch. I perceived some freeing qualities in Mr. Thinker’s
interactions with me and his classmates. He appeared to enjoy the project and talking
about it. He seemed to appreciate the attention it afforded him. From these interactions, I
inferred that there are many external pressures that weigh on him. His statement of “I
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think before I speak” made me reflect on the root cause of the perceived hesitation or
reservation to speak openly, in contrast to his peers. Additionally, the simple act of
returning the consent form late had implications and made me wonder why.
The What, How, Why of International
Mindedness Curriculum
Introduction
During data collection, I found myself asking “How has student thinking
changed?” This reflection resulted in idea of framing the what, how, and why, and the
importance of starting with why. These three sub-themes frame a basis of understanding
of international mindedness to making connections and understanding how to
transcending connections and establishing ownership for international mindedness. This
lead me to hypothesize that most students responded to the what, yet some could not
demonstrate much depth or a change in their thinking beyond that. This is what the IBO
(2016a) referred to as its “mission statement in action”: ten attributes which embody
international mindedness. These students had an understanding of the language of
international mindedness. Many students were able to demonstrate how connections, as
observed through their artist statements and “I used to think/now I think” reflection. This
was a demonstration of student actions, such as how the students applied the learner
profile attributes in their Action Studio projects: a question mark for inquiry, a heart for
caring, a paper crane for balanced, a reader of books for knowledgeable. Students who
acquired or already held similar values and beliefs were able to demonstrate levels of why
during the experience, transferring connections beyond the project or previous
experience. Below, I detail a representative how experience that describes one student’s
journey of becoming, in the vignette Little Miss Caring.
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Little Miss Caring: Becoming
Internationally Minded
Little Miss Caring is a Latina female, with big, empathetic eyes in her long,
angular face, which is framed with long dark black hair. She’s quite thin in comparison to
her peers, which makes her appear taller than she actually is. She is shy and rarely says
much of anything in conversation. When she does, Little Miss Caring is so soft spoken
that she is difficult to hear and sometimes to understand. This is particularly true in a
classroom setting abuzz with background music and working chatter.
In reviewing my observation and journal notes, I noticed that I frequently checked
in with the more outgoing and enthusiastic students, and less so with Little Miss Caring.
Emergency service workers only respond when there is active disruption in the city.
Apparently the same was true for me in the art room—checking in more often with the
highly distracted Mr. Inquirer and infrequently attending to Little Miss Caring.. Little
Miss Caring chose an abstract art style in the medium of Kirigami, which is native to
Japan. Thus, her connection to another country or culture. During the pre-assessment
Little Miss Caring, like many others, “did not have a clue” about international
mindedness.
When I did interact with her, I asked the usual questions, “What do you think
about what international mindedness is?”
“I don’t know, but if I had to guess, my guess is respecting.”
I prompt her to speak up.
“It means respecting,” she repeated, adding volume and emphasis to the final
word.
“Okay—got it. What attribute did you choose?”
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“Caring because I care about people and what happens to them.”
“What did you learn about international mindedness in the process of making
your art?”
“I used to think that when you open your mind more, that it meant respecting. But
now I think it means that you are like more interested [in others],” or what I perceived
she meant: empathetic.
“How did your understanding of caring change this semester?”
“I used to think that it was because. . . just talking about being respectful. I’m not
sure. I think that it is our learner profile attribute, like caring.”
“Yes—can you give me an example?”
“It is like if someone falls, you help them.”
“Okay—you help them because you care about them?”
“Yes.”
“So tell me about your project.”
“I created this piece with origami hearts to demonstrate caring, and you have to be
knowledgeable to fold origami.” She explains specifics about the art and less about the IB
attribute.
“What did you find most interesting about this project the past couple of weeks?”
“I enjoy origami and the glitter—the glitter was a lot of fun.”
As students begin to engage in dialogue about their work, I circulate the room.
Little Miss Caring works on mounting her painting for the final display. She has
created a series of stacked hearts and is having a difficult time thinking of her attribute.
She needs prompting from the teacher and researcher.
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Little Miss Caring received proficient marks on the art rubric, with the exception
the second part of standard two: reflect. She was marked for a partial reflection by Mrs.
Reflective for her understanding of the concept. In her final reflection, Little Miss Caring
wrote “we did a heart because it means caring, because you have to have knowledge to
know how to make a heart.”
Expanding Heart: Researcher’s final project description and interpretation
(see Appendix D.9). Little Miss Caring’s final project is a three-dimensional, layered
heart on two squares of paper. The larger, pink square is bordered in red glitter
approximately a half inch thick with increasing thickness at the corners. A second, red
square is encrusted with gold glitter, smearing from the red paper to the pink. In the
center of the red square lays five hearts, neatly cut and folded in the Kirigami style: red
on pink on black on pink on red. The precision folds are evident as the black sheen flaked
away on the creases of the middle heart, revealing faint white lines which are nearly
unnoticeable on the other layers. The heart sets askew ten degrees to the right from its
ninety-degree center axis. A view from the side reveals these layered hearts stack upon
each other and collectively raise off the background nearly an inch.
Becoming internationally minded is an overarching theme in this study. Becoming
is defined as follows: “Noun. Philosophy. 1) the process of coming to be something or of
passing into a state” (Becoming, 2019). Little Miss Caring demonstrated a level of
becoming during the term of this study, both through her embodiment of international
mindedness, and in her final artwork. In considering Eisner’s (1994b) question, what
ideas, concepts, or theories can be used to explain its major features, becoming infers an
organic arrival, growth, blossoming. Little Miss Caring was able to articulate examples of
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her chosen attribute in relation to what it means to her. She “care(s) about people and
what happens to them,” that it is important to “help people,” and that she embodies
empathy. Her artwork is hard to discern from the appendix photo alone—she carefully
crafted a series of hearts that appear to grow, to blossom. The folded paper of the
Kirigami style promotes a sense of becoming, of something yet to be.
Final Thoughts
Getting into these art classes to observe a teacher and our students over the sixweek period was a lot of fun for me. As principal, I rarely have the opportunity to follow
teachers or students in their learning journey in this way. Most classroom observations
are evaluative and focus on the actions of the teacher and what the students are able to do
as a result of the teacher’s actions. Observing for teacher actions through the foundational
lens of the intended curriculum provided more insight into what I should be observing in
the operational curriculum. Likewise, this increased my ability to make inferences with
what Mrs. Reflective and I intended students to gain from the experience and what they
did gain from the experience.
Mrs. Reflective provided feedback after I completed an initial draft of this
chapter. She first responded with a page-by-page listing of detailed edits and
clarifications, such as “Page 8 - 5’4” is the average height for women in the U.S.,” when I
had previously described her as above-average height. She helped clarify some wording
that became lost in translation, which I adjusted, as she requested. She later responded to
the work as follows:
Mr. Principled,
Your narrative writing style is indeed clever. I also wanted to agree with two
reflections you shared in your paper. One was that all learner profile attributes
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needed to be included on the planner, absolutely! As I recall, we developed an
engagement within an existent international-mindedness planner which already
had the typical few learner profile attributes selected for focus. The second
reflection was about beginning with our why, which I always do. I wonder if what
happened here is the rationale, or why, became your research study itself.
This is the first time my unedited, receiver-recollected, words have been put in
writing. And what I’m quoted as saying from copious notes written hours
earlier change enough that I don’t hear my voice in the words. I don't think it's
your voice I hear either. They’re like a reflection of my words. Not realism,
abstract. I’m not making a request, just a remark. It's simply a reflection of Mrs.
Relective's true voice.
Recording the observations would result in a higher accuracy.
Sincerely,

Mrs. Reflective
Mrs. Reflective’s intentional edits and perfectionism worried me when first
received, because I do not aim to weave “a swindler’s story” (Eisner, 1994b, p. 238). Her
feedback in this process is greatly valued, and with her support, clarification, and
direction, I feel we reached a “state of shared belief” (Uhrmacher et al., 2017, p. 59).
In responding to Uhrmacher et al.’s (2017) two questions regarding the
operational and received curricula, “What actually happened?” and “What did students
take away from the experience?” (p. 25), I offer the following observations and
reflections. The fifth-graders in Mrs. Reflective’s art class had an opportunity to engage
in an international mindedness curriculum, led by a passionate, highly organized teacher,
who also modeled the process and IB philosophy of international mindedness with
intentionality in her actions on a daily basis. Her careful planning, daily reflection, and
copious notes helped her be better prepared to respond to the students at their level. She
was also patient, caring, and open-minded to the process.
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Students took away different levels of understanding from the experience. I am
doubtful, for example, that Mr. Inquirer has changed much of his thinking. Instead of
embracing the experience as an opportunity for growth, it was responding to the what: a
task, another assignment—one in which he was content to allow others to do much for
him. There were other levels of understanding that emerged from the classroom
observations. These examples represent the how of international mindedness. Students
such as Little Miss Communicator, Mr. Balanced, and Little Miss Caring provided rich
insights into their choice of the learner profile attributes, their awareness of self, and the
explicit connections they infused within their projects. They allowed the classroom
experience to enhance their thinking along their international mindedness journey toward
becoming. Finally, students such as Little Miss Collaboration and Little Miss Risk-Taker
and Mr. Risk-Taker demonstrated a depth of understanding representative of the why of
international mindedness. These students made personal connections and demonstrated
internalization of the learner profile attributes, as observed in their values and beliefs
about life-long learning and the environment. These students exhibited a shift from
becoming to being.
In Chapter Five I address thematics, evaluations, and implications. Four themes
emerged in this study: passion, intentionality, modeling, and reflection. I also frame the
themes in terms of the what, the how, and the why. I use these four themes and a
consideration of starting with why to respond to the four research questions which frame
this study: 1) What does an International Baccalaureate teacher believe about
international mindedness in herself and in her students?, 2) How do her beliefs inform her
planning and implementation of an internationally minded curriculum?, 3) How do
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students perceive the curricular activities intended to help them develop international
mindedness, and 4) What is the significance of international mindedness for U.S. schools
in general. This analysis also led to the development of an overarching theme of
becoming. Becoming informed my development of the Internationally Minded Mindsets
(see Figure 1). This synthesis of my findings and themes introduces teacher practices and
student practices needed in becoming internationally minded: a ‘process of coming to be
[internationally minded] or of passing into a state [of international mindedness].’ This
“tool to work with” Eisner (1991, p. 89) may be useful to facilitate teacher and student
reflection in an effort of exploration and continuous improvement, from “inquiry into
international mindedness” to “becoming internationally minded,” toward an ideal state of
“being internationally minded.”
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CHAPTER V
THEMATICS, EVALUATIONS, AND IMPLICATIONS
Overview of the Study
It is more important than ever that we understand ourselves, our own culture and
why we think the way we do, and that we are able to see ourselves in relation to
the culture and thinking of others. Is there anything more important in 2018 and
for the future? The rise in extremism, isolationism and nationalism is partly the
result of a lack of understanding of our own and other cultures, our own and other
histories, our own and other ways of thinking. Understanding culture, history and
ways of thinking is complicated and difficult, and can be very disconcerting—all
the more reason for making it an integral part of education. (IBO, 2018, p. 68)
In a period of history in which the U.S. has engaged in a War on Terror for nearly
two decades, anxiety and tensions continue to rise. Humanity is experiencing a return to
nationalism and isolationism, both within the U.S. and abroad (IBO, 2018, p 181). This is
a shift from togetherness to selfishness: a shift from we to me. As we enjoy more
accessibility to information and interaction with others within the global village,
developing international mindedness is essential to better understanding ourselves and
those with different values and beliefs than our own. Educating future generations for this
purpose is essential. We must work together to make the world a better place for all of us.
We can do this by teaching for international mindedness and applying four essential
practices: passion, intentionality, modeling, and reflection.
As discussed in Chapters One and Two, international mindedness sits at the core
of the IB mission and is developed through ten characteristics, or attributes, found in the
IB Learner Profile (see Appendix E) (IBO, 2016a; Wells, 2011). Researchers agree that
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myriad meanings are embedded in terms such as international education and international
mindedness (Cambridge & Thompson, 2004; Gunesch, 2007; Hayden & Thompson,
1995; Simandiraki, 2006; and Wells, 2011); however, students must also “understand
their own inclinations toward cruelty and violence” (Noddings, 2005b, p. 55) in order to
formulate values and believes which will ultimately promote intercultural understanding
and international mindedness (IBO, 2018, p. 69). Improved intercultural understanding
and international mindedness will reduce fear and promote better relationships with our
international neighbors. The present study focuses on how teaching for international
mindedness may provide clarity and better development of this ideal among teachers and
students alike. This chapter presents a summary of the study, an analysis of the identified
themes, and evaluation of the data presented in Chapter Four. It further provides a
discussion of implications and considerations for further research.
In Chapter One and Chapter Two, I present that international mindedness is a
term which is used almost exclusively by the IBO. While there are myriad manifestations
of what forms international education and international mindedness may take (see Table
1), and while IB believes that fostering student participation in global engagement is
essential (IB, 2013, March, p. 1), there is still a gap in knowing how to best prepare
students for that endeavor, and many experts agree that more research is needed in
international mindedness curriculum development (Lincoln, 2005; Milson & Mehlig,
2002; Pajares, 1992; Thompson, 1998; Wells, 2011). There is little research which
engages dynamic, qualitative methods for evaluating international mindedness,
particularly at the Primary Years Programme level. Most international mindedness
research (Belal, 2015; Bunnell, 2011; Condon, 2014; Fitzgerald, 2015; Hill & Saxton,
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2014; Landers, 2015; LaPine, 2014; Libbey, 2016; Quaynor, 2015; Singh & Qi, 2013;
Thier, 2013) has previously involved teachers and secondary-level programs. Because of
my close connections and relevant work at an IB Primary Years Programme school, I
found it imperative to investigate how to improve education for international mindedness
for our elementary-level program. Consequently, I inquired into the development,
implementation, and assessment of an international mindedness curriculum, framed by
the instructional arc (Uhrmacher et al., 2017).
In Chapter Three, I respond to the four research questions that frame this study: 1)
What does an International Baccalaureate teacher believe about international mindedness
in herself and in her students?, 2) How do her beliefs inform her planning and
implementation of the internationally minded curriculum?, 3) How do students perceive
the curricular activities intended to help them develop international mindedness?, and 4)
What is the significance of international mindedness for U.S. schools in general? I use
Elliot Eisner’s (1994b) educational criticism method of arts-based qualitative research.
Educational criticism is a reciprocal relationship of two ideas: connoisseurship, the art of
appreciation, and criticism, the art of disclosure (Eisner, 1994b). In this method, the
researcher uses his intimate understanding of the school ecology (Eisner, 1988) to
describe and interpret learning environments. Eisner (1988) framed the five dimensions
of the school ecology as follows: the intentional, the structural, the curricular, the
pedagogical, and the evaluative. In Chapter Four, I described these dimensions, including
teacher intentions in the learning environment, a fifth-grade art classroom, to identify
themes. This process helped to respond to the first three research questions: 1) What does
an International Baccalaureate teacher believe about international mindedness in herself

176
and in her students?, 2) How do her beliefs inform her planning and implementation of an
internationally minded curriculum?, and 3) How do students perceive the curricular
activities intended to help them develop international mindedness?
Educational criticism has four major dimensions as described by Eisner (1991):
description, interpretation, thematics and evaluation. Educational criticism goes beyond
typical ethnographic research by adding a layer of evaluation. The educational critic
seeks to provide a bright illumination of the observed educational phenomena to
ultimately improve educational situations (Eisner, 1991). Similarly, I used educational
criticism in seeking to improve and help others better understand education for
international mindedness at the IB Primary Years Programme level. In this chapter, I
present the thematics with my interpretations and connections to the relevant literature to
present a “value judgment” (Eisner, 1991, p. 100), or evaluation, of the identified themes
in response to the fourth research question: 4) What is the significance of international
mindedness for U.S. schools in general?
There were thirteen participants in the study: I was involved as a participant
observer, there was one teacher, and there were eleven students. The teacher participant
was purposively selected (Merriam, 2009) based on her extensive experience and
expertise regarding IB and international mindedness studies. The eleven students were
selected as members of what the teacher described as “the most creative class.” The study
occurred in spring 2018 after receiving IRB approval (see Appendix A). The school site,
Concord Elementary, was selected based on my intimate knowledge and connoisseurship
of the site as the school principal. Concord is an authorized IB Primary Years Programme
K-5 school located in the Rocky Mountain region of the U.S.
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Data collection consisted of a formal interview with the teacher (see Appendix B),
informal questioning of the students during classroom instruction, and eight classroom
observations. The interview questions focused on the teacher intentions, values, and
beliefs regarding international mindedness. I observed the teacher providing instruction
over the course of six weeks. Through these classroom observations, I interacted with the
student participants, posing informal questions, and recording observational anecdotal
data in my notes. Each observation lasted approximately 50 minutes in duration and
occurred with a frequency of approximately every four school days. This was a result of
the structure of the art class being scheduled on a rotating basis, alongside physical
education, music, and Spanish. I collected school artifacts to inform the school ecology
(Eisner, 1988) such as teacher planning documents and reflection notes, and artifacts such
as the International Mindedness “bubble planner,” Collaborative or Independent Action
Studio—International Mindedness lesson guide (see Appendix C), the student pre- and
post-assessments, and photographs of the participants’ final art projects (see Appendix
D). The art projects were also accompanied by artist statements. As the educational critic,
I also provided descriptions and interpretations for each of the nine final art projects
produced by the participants, embedded in Chapter Four. Through this process of
description and interpretation, I describe the process and the products. During the period
of data collection, I also maintained a digital researcher journal, regularly adding my
reflections from interactions with the participants and my personal observations from the
school environment each day.
In Chapter Four, I provide thick description of the teacher intentions through
vignettes and educational criticism, in addition to classroom observation and student final
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project descriptions and interpretation to reveal the subtleties learning environment,
which were manifestations of teacher and student beliefs and actions in the classroom
(Eisner, 1991). Four themes emerged during the process of writing Chapter Four:
passion, intentionality, modeling, and reflection. As suggested, I was surprised by some
of my findings in identifying themes and implications for further research (Uhrmacher et
al., 2017). One example of this was the idea of starting with why, which helped me frame
the what, how, and why of international mindedness. This led me to develop an
Internationally Minded Mindsets (see Figure 1 and Appendix F), which could be used for
informing curriculum development, monitoring one’s personal development in becoming
internationally minded, or as a self-reflection tool for instruction and assessment. I will
discuss this tool in more depth later in this chapter.
In Chapter Five I evaluate the themes of passion, intentionality, modeling, and
reflection identified in Chapter Four in response to the research questions to build a
meaningful evaluation of the themes. According to Eisner (1991), this next step aims to
transfer the experience of vicarious participation by the reader in Chapter Four to an
experience of sense and meaning-making in this final chapter. In Eisner’s (1994b) words:
“What does it all add up to?” (p. 233). Uhrmacher et al. (2017) described this process in
the following way:
The juxtaposition of evaluation and thematics provides the researcher and her
audience with two salient areas of consideration: the evaluation, in which the
researcher articulates her appraisal of the object of study, and the themes, in
which she provides an anticipatory framework with which to guide subsequent
appraisals of similar contexts, situations, or phenomena. In this way, the
educational critic both provides educative and valuable information for the
immediate participants, as well as findings that may be carried into other
situations and used as initial lenses for observation and appraisal. (p. 50)
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I do this by addressing each research question through a thematic appraisal of the
curriculum study, supported with relevant theory and framed through idea of starting
with why and the Internationally Minded Mindsets, which should have value in future
studies and classroom environments. Finally, in this chapter I use relevant educational
theory and literature to increase credibility through Eisner’s (1991) approach to reach
consensual validation: structural corroboration and referential adequacy.
Discussion of Themes in Response
to the Research Questions
In Chapter Four, I framed my interpretations of the operational curriculum using a
two-pronged approach to identify themes: the three questions for interpretation (Eisner,
1994b) and the five dimensions of the school ecology (Eisner, 1988). Eisner’s (1994b)
three questions are as follows: “What does the situation mean to those involved? How
does this classroom operate?” “What ideas concepts or theories can be used to explain its
major features?” (p. 229). The five dimensions of the school ecology are as follows: the
intentional, the structural, the curricular, the pedagogical, and the evaluative (Eisner,
1988). In this chapter, I use Eisner’s (1994b) questions, Eisner’s (1988) dimensions, and
the four themes I identified in Chapter Four to respond to each of the four research
questions: 1) What does an International Baccalaureate teacher believe about
international mindedness in herself and in her students?, 2) How do her beliefs inform her
planning and implementation of the internationally minded curriculum?, 3) How do
students perceive the curricular activities intended to help them develop international
mindedness?, and 4) What is the significance of international mindedness for U.S.
schools in general? In the following sections, I address the identified themes in relation to
each research question.

180
Research Question One
Q1

What does an International Baccalaureate teacher believe about
international mindedness in herself and in her students?

In Chapter Four I describe in detail the experience, values, and beliefs of an IB art
educator, Mrs. Reflective. I used an interview protocol (see Appendix B), classroom
observation, and other collected artifacts to help the reader see the participants for herself
through the use of thick description and vignettes. I would describe Mrs. Reflective as an
internationally-minded teacher. While she is just one example of one who is
internationally-minded, she holds values and beliefs in herself and her students, which are
representative of many like-minded educators. She values the complex relationships that
exist in the global village and believes that intercultural understanding and being openminded about our collective differences is important for herself and others. This was
evident during our interview, and was clarified during our process of consensual
validation, in which Mrs. Reflective’s insight was presented in the vignette International
Mindedness Is Us:
The differences that divide us are not national boundaries but the boundaries in
our thinking. What divides or separates us are our underlying differences, for
example, wealthy/poor, right wing/left wing, old/young, protestant/catholic, gifted
and talented/special education, technologically literate/technologically illiterate,
capable/handi-capable, male/female/transgender. . . . Us and them. International
mindedness is us.
Mrs. Reflective’s belief that people are different and that differences should be celebrated
are reflective of IB’s ideal of international mindedness. This interaction was one of those
‘being there’ experiences. What is not observed in her words above is the passion heard
in the intonation and inflection of her voice and seen in her visible facial expression and
increased hand movements and gestures. Mrs. Reflective is passionate about her beliefs.
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In another vignette, Mrs. Reflective’s Regret, the teacher’s regret was that she did
not follow through with her early intentions in coming to Concord Elementary. She
believes in modeling behavior and taking action. She regretted “not advocating for more
opportunities to provide feedback about the process and early stages.” It spoke to Mrs.
Reflective’s intention of advocating for her professional growth opportunities and the
growth of her school. She also regretted “. . . not being used more as a resource and
having more involvement in the process.” Here, her intention was to be involved, to take
action. Instead of passively waiting for someone to take action on her behalf or for
something to occur in the future, Mrs. Reflective realized change would occur through
advocacy and taking action herself. I, too, had reflected on our intentions during this
initial process:
Our intentions in “doing better” were to avoid making similar mistakes moving
forward, reducing future missed opportunities by taking action and getting
involved in our shared work of achieving the inferred mission of Concord and the
IB: to develop international mindedness in teachers and students. This was
reflection on regrets to improve future practice: knowing better and doing better.
From this passage, I inferred that our shared regrets and commitment to doing better in
moving forward likely informed our individual decisions to engage in the work of this
study to begin with. For me, it was about not feeling that I had the answers to better lead
my staff in the work of developing international mindedness in students. Digging into the
literature left me wanting more. For Mrs. Reflective, it was about holding true to her core
beliefs and taking action, this time in participating in a study for the betterment of the
profession and the school.
Two themes, passion and intentionality, began to develop just after the interview
experience. I believe that Mrs. Reflective’s strong, yet harmonious, passion is driven
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by her strongly-held belief system, her love for her content and students, and her
alignment to IB philosophy.
Passion. There are multiple meanings and uses of the term passion. In a study of
educators, Vallerand (2016) applied a dualistic theory of passion and proclaimed “. . .
passion matters for the field of education. Passion is defined as a strong inclination for
a self-defining activity that we love, value, and spend a considerable amount of time
on” (p. 31). In this dualistic theory, the two passions are described as obsessive and
harmonious. The type of passion that Mrs. Reflective demonstrated is aligned with
Vallerand’s (2016) description of harmonious passion: “a strong inclination for the
activity that nevertheless remains under the person’s control. The person can choose
when to and when not to engage in the activity” (p. 31). Her passion was neither
obsessive nor maladaptive (Vallerand, 2016).
In the vignette A Tale of Two Loves, I present Mrs. Reflective, an art teacher and
IB educator. She identified the importance of art and IB in a personal connection to her
own life, family, travel:
“My own kids engage in international travel.” She described her excitement of a
future trip she would be taking over spring break with her daughter to Belize. Her
eyes sparkled, and her hand movement began to noticeably increase. For her and
her family, this was intentional travel, not travel for “mere tourism” (Gunesch,
2015, p. 63).
This was later modeled in her actions, when both she and her daughter shared their
experience in Belize with students from Concord during our celebration of UNESCO’s
World Day of Cultural Diversity in May 2018. After all, “What the best and wisest parent
wants for [her] own child . . .” (Dewey, as cited in Noddings, 2005a). Through her
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personal action, Mrs. Reflective demonstrated her passion for the shared experience and
modeled the importance of doing so to her peers, daughter, and students.
This was also evident from one of the first questions I asked of Mrs. Reflective
during the formal interview, “What is your favorite part of your work?” Her reply, “The
freedom to be creative, and the ability to foster and nurture students’ creativity,”
exemplifies her two loves: art and IB education. Her passion for creativity and education
had implications for developing international mindedness as well, as demonstrated in the
following passage from the vignette International Mindedness Is Us:
“Okay. So what evidence would we look for as I am observing for students
becoming internationally minded?”
“Demonstrating the learner profile.”
“Can you expand on that?”
“By observing the social-emotional inclusivity of others, using multiple
languages, action. It’s seeing they’re passionate about the cause, through their writing or
verbal interactions with each other.”
This belief goes beyond what Mrs. Reflective holds true for herself but also demonstrates
the importance she places on the passion students demonstrate for their beliefs and
causes.
Another example of Mrs. Reflective’s passion was the noticeably increased hand
movements. I took some creative liberty in development of the vignettes, as many people
speak with their hands; however, it was clearly evident in her actions, as I noted, “Her
authentic passion especially shows through when she begins talking with her hands, with
folded fingers and sweeping motions one might associate with a west-coast Ska punk
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artist, reminiscent of a 1990’s Gwen Stefani music video.” Her passionate advocacy for a
particularly creative class of students, and her passion and love for IB philosophy as
demonstrated through her description of international mindedness are two other
examples. In short, Mrs. Reflective’s intentions and beliefs were evident in her passion
for her craft, kids, and IB education at Concord Elementary, helping to provide a rich
experience for students. Arguably, one might ask: Is Mrs. Reflective just a passionate
teacher? Is IB and international mindedness central to Mrs. Reflective’s passion? The
answer to both questions is yes. From what I know of Mrs. Reflective and what I
observed in action during the study, Mrs. Reflective’s values and beliefs are aligned with
IB philosophy. IB education may not be central to her passion; however, what it central is
the shared values, beliefs, and philosophy. This is evident in the vignette International
Mindedness Is Us, in which I reveal that Mrs. Reflective embodied the values of
international mindedness long before she knew about IB or IB’s definition of
international mindedness.
Others (Hacking et al., 2017; Hattie, 2009; Jackson, 1968), report a connection
between passion or a stimulating mindset and student interest in particular educational
activities. Likewise, I would suggest that Mrs. Reflective’s passion could be viewed in
much the same way. Of passion, Hattie (2009) wrote:
We rarely talk about passion in education, as if doing so makes the work of
teachers seem less serious, more emotional than cognitive, and somewhat biased
or of lesser import. When we do consider passion, we typically constrain such
expressions of joy and involvement to matters unrelated to our teaching. The key
components of passion for the teacher and for the learner appear to be the sheer
thrill of being a learner or a teacher, the absorption that accompanies the process
of teaching and learning, and the willingness to be involved in deliberate practice
to attain understanding. Passion reflects the thrills as well as the frustrations of
learning—it can be infectious, it can be taught, it can be modeled, and it can be
learnt. (p. 23)
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Here, Hattie (2009) described a couple of situations, which I also observed during my
experience with Mrs. Reflective. Passion emerged as a surprising theme, much as Hattie
suggested, because educators and leaders often view it as a soft skill or one of less
importance. We rarely interview teacher candidates about what they are most passionate
about in education; instead, we ask questions about education and experience, classroom
management strategies, technology integration, and promising practices for English
learners. Mrs. Reflective, however, was visibly passionate, and it was evident in both her
thrills (see the vignette: A Tale of Two Loves) and her frustrations (see the vignette: Mrs.
Reflective’s Regret). I am curious about the differences one might observe in how Mrs.
Reflective chooses to approach her work with passion versus a teacher who is either
unfamiliar with or not passionate about required teaching topics.
As an example, I once knew another teacher who followed the stock market daily
and had previous work experience in finance before she changed careers and entered into
education. This teacher was contagiously passionate about mathematics. Her students
were infected by her passion and love for mathematics, attending to the content with
enthusiasm, and engaging with relevant real-life examples from her personal experiences
and rich descriptions. When our state median growth percentiles were released, her math
students experienced nearly two years of academic growth in mathematics in just one
year’s time. Meanwhile, in literacy, this teacher expressed less desire, or passion. Her
students experienced median growth that lagged behind the performance of their peers in
our school district. She did not share the same enthusiasm or passion for literacy as she
did math. Passion has consequences, just as the absence of passion has consequences.
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Hattie (2009) concluded that passion “requires the love of the content, an ethical
caring stance to wish to imbue other with a liking or even love of the discipline being
taught, and a demonstration that the teacher is not only teaching but learning—typically
about the students’ processes and outcomes of learning” (p. 24). The unique learning
opportunity presented to students in the course of this study also benefitted Mrs.
Reflective and myself. Students overall enjoyed the experience and were attentive in
class throughout the duration of the curriculum study. Mrs. Reflective and I also had
takeaways from the experience: the journey of being and becoming internationally
minded and finding the why. Now I turn to a second theme related to the first research
question, intentionality.
Intentionality. In a recent study commissioned by IB, intentionality and
modeling were also identified as key factors in developing international mindedness
(Hacking et al., 2017). IB reported that “. . . intentionality is one of the hallmarks of
promising practice with regard to international-mindedness. All of the IB World
Schools involved in this study were intentionally thinking about and actively working
[emphasis added] on the conceptualization and development of internationalmindedness” (Hacking et al., p. 7). While IB does not formally define intentionality,
Hacking et al. (2017) observed that intentionality was viewed more synonymously with
intentions and the intentional. Intentionality regarding international mindedness was
viewed within the intentional frame of the instructional arc (Uhrmacher et al., 2017):
strategically approaching the school’s work with international mindedness at the
forefront of its vision. This included intentionality in infusing international mindedness
in mission statements and policies, recruitment and admissions policies, curriculum and
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assessment, and teacher practices and activities (Hacking et al., 2017, pp. 52-53). Thus,
intentionality was considered in all elements represented in the school ecology (Eisner,
1988).
I pause here to distinguish between my unique use of intentionality and Eisner’s
meaning in the intentional dimension of the school ecology. I use the term intentionality
as a theme to demonstrate purposeful planning and action toward meeting an end: in this
case, developing international mindedness. Eisner (1988) described the intentional
dimension as follows:
Intentions establish direction and priorities. How they are operationalized has two
consequences. Because intentions legitimate what schools pay attention to, they
influence the kind of opportunities students will have to develop their minds. And
intentions tell the young what adults think is important for them to learn: they
convey our values. (p. 25)
Here, intentions are evident in the planning of a curriculum study on international
mindedness; however, Mrs. Reflective’s intentionality was evident in her actions. In
general, people have intentions for things, but they do things with intentionality.
Intentions are the what. Intentionality is the how. Intentionality is intentional action.
Another lens in which to distinguish the intentional from intentionality is through
two elements of the instructional arc: the intended curriculum and the operational
curriculum. Uhrmacher et al. (2017) couch the intentional through the frame of the
intended curriculum, answering the question, “What does the teacher plan/desire to
happen?” (p. 25). By contrast, I couch intentionality in the frame of the operational
curriculum, answering the question, “What actually happens?” (Uhrmacher et al., 2017,
p. 24). Through this lens, intentionality is the operationalization of the intentional
curriculum. Similarly, my positive bias toward IB through the purposeful selection of
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the school site, teacher participant, curriculum and assessment indicated a level of
intentionality.
Bias and intentionality can be closely connected, particularly when biases are
revealed and intentions are known. Evidence of my intentional involvement and selection
of the teacher participant and my positive bias toward her was observed in the vignette
Mr. Principled’s Bias. Mrs. Reflective’s intentionality in class selection and planning was
revealed in the descriptions and interpretations in Chapter Four. This bias was reflective
in my journal entries, such as me valuing “her commitment to and thoughtful integration
of her peers’ thirty-six units of inquiry into her elementary art curriculum,” which
informed my participant selection. Another example of both teacher and researcher biases
comes from a later researcher journal entry during the initial planning phases of the
study, in which I reflected on class (student participants) selection and teacher participant
selection:
Interestingly, Mrs. Reflective stated the reason she chose this particular class was
because they were the most creative, so that it would be fun. As I think about bias
in projects, I’m curious if Mrs. Reflective’s intentionality will promote a level of
success that is not replicable across other classes. I am tempted to recommend a
different class, but do not want to throw off these plans.
Instead of influencing her decision to recommend the “most creative” class, I honored the
decision out of a curiosity of how Mrs. Reflective’s intentionality of class/participant
recommendation would influence the study. Mrs. Reflective’s intentionality was
observed in almost all of Eisner’s (1988) major dimensions of the school ecology. For
example, in the structural dimension, Mrs. Reflective’s intentionality was evident in her
careful planning around schedules, suggestion of the Collaborative or Independent Action
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Studio—International Mindedness project, anticipation of time considerations, and
identification and repeated clarification of observation dates.
Mrs. Reflective behaved with such intentionality as if she were leading her own
study. Her note taking, planning, preparation, reflection, implementation, and
organization all demonstrated her attention to details. Even her detailed feedback from
reviewing a selection of this study pointed to her intentionality. During the initial
interview, I felt as though I had captured her thinking well; however, during the process
of consensual validation, Mrs. Reflective clarified her thinking, and lightheartedly joked
about capturing one’s thinking in the moment versus having the luxury of time and
reflection to clearly articulate one’s thinking:
I am uncomfortable having passing comments I spoke in the moment written as
though they are worthy to be read. It’s like having my picture taken for the world
to see before tending to my make-up, hair, and wardrobe. :0
The improvisational words that I speak in the moment, without time to think
are not as neatly prepared a response as one might find in Chapter One of this
dissertation.
Above, Mrs. Reflective quotes me from my own reflection on precision in word choice to
convey meaning. In short, it is important to clarify the details so that meaning is
reflective of our values and beliefs and tells a more complete story. The absence of
precision that occurs in making passing comments in the moment was bothersome to
Mrs. Reflective and made her feel unpolished, unkempt, and unfinished. To follow her
metaphor, there is intentionality in attending to one’s polished and finished appearance.
Another example of Mrs. Reflective’s intentionality and precision was through
her approach to the interview process. Prior to the interview, Mrs. Reflective requested to
review the interview questions, and I agreed to do so. Upon conducting the interview,
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Mrs. Reflective was firm in her beliefs and purposeful in her responses. This was evident
in her concise yet comprehensive definition of international mindedness:
A demonstration of the attributes of the learner profile. It is a broader awareness
and cultural sensitivity of one’s own cultural values, believes, biases, and
understanding. It transcends beyond one’s own beliefs to be inclusive of the
culture of others.
Her actions to be proactive and reflective in this process was an early indication of her
intentionality in how she approaches her work. Another example came from a journal
entry, in which I reflected on her self-determination and professionalism:
I was wowed. She has aligned her daily lessons with each of six grades’ six units
of inquiry which comprise the school’s Programme of Inquiry. No other specialareas teacher at this school has taken the time to intentionally or explicitly make
these connections, nor have they been expected to.
It was clear to me early on that intentionality may be an emerging theme, based on her
actions I observed. This theme continued once we began classroom observations, which I
will address in response to the next research question: 2) How do her beliefs inform her
planning and implementation of the internationally minded curriculum?
Research Question Two
Q2

How do her beliefs inform her planning and implementation of the
internationally minded curriculum?

In Chapter Four Mrs. Reflective applies her passion and intentionality in the
development of a unit planner, which ultimately became the Collaborative or Independent
Action Studio—International Mindedness and in the day-to-day implementation of her
plans: the intended curriculum and the operational curriculum. In this section I address
the above research question, through supporting themes and the relevant literature. In the
frame of Uhrmacher et al.’s (2017) instructional arc, this question responds to the
relationship between a teacher’s beliefs, planning, and implementation, or the intended
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curriculum and the operational curriculum. In other words, “What does the teacher
plan/desire to happen? What actually happened?” (Uhrmacher et al., 2017, p. 25).
Multiple themes emerged from observations through coding, annotation, and data
analysis that are relevant to answering this research question include modeling and
reflection. I evaluate the thematic of modeling in the following subsection.
Modeling. Teaching for international mindedness through the IB learner profile
attributes is comparable to teaching for moral education or character education,
particularly with attributes such as caring. Noddings (2005a) cites modeling as a major
component to teaching for moral education. Through her work on the ethics of care,
Noddings (2005a) stated that “Modeling is important in most schemes of moral
education,” and through the context of care, “we do not tell our students to care; we
show them how to care by creating caring relations with them” (p. 22). She added that
there is another reason that modeling care is important: “The capacity to care may be
dependent on adequate experience in being cared for” (Noddings, 2005a, p. 22). I argue
that the same is true for developing international mindedness in all the learner profile
attributes: balanced, caring, communicator, inquirer, knowledgeable, open-minded,
principled, reflective, risk-taker, and thinker. It is not enough to tell students or dialogue
with them about international mindedness, but that we teach international mindedness
though our personal actions and modeling what it means to be internationally minded.
Hacking et al., (2017) also noted that “Seeing first-hand what it is like to be
international minded, as modelled by teachers and peers, gave the kind of personal
experience necessary to promote a powerful sense of international-mindedness” (p. 96).
IB also provided a short list of promising practices regarding modeling, such as
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teachers sharing personal experiences, integrating pictures and artifacts, and being
friendly and respectful to everyone in all interactions (Hacking et al., 2017). As I later
detail in this section, Mrs. Reflective demonstrated many of these promising practices,
both in her planning and implementation. Noddings (2005a) concluded her thinking
with this statement: “The function of modeling gets special attention when we try to
explain what we are doing and why [emphasis added]” (p. 22). In this section, I make
the connection between teacher intentions and intentionality in modeling both the
process and the product, from the onset of the interview and planning process to
operationalizing the curriculum through daily instruction and modeling both the process
and product for students.
Mrs. Reflective provided many examples from her personal experiences and
how she leads her life, which not only reflect what she believes and values, but also
informs her planning and implementation of the curriculum. This started with an
awareness and acknowledgement of the value of modeling, as demonstrated through
Mrs. Reflective’s response to my question of how might students best learn to become
internationally minded: “This is best achieved through adult modeling, multi-lingual
interactions, global engagement, relationships and personal connections.” In the vignette
International Mindedness Is Us, we learn much about who Mrs. Reflective is, what she
values, and how she approaches teaching. For example, during the interview she
expressed excitement for how “My own kids [and I] engage in international travel” and
that she would soon be taking a trip with her daughter to Belize. This anticipation of a
cultural exchange represents something Mrs. Reflective values for herself and her family,
which then informs her instruction. During the later observations, Mrs. Reflective spoke
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to this experience and also took action by engaging her daughter in a presentation to the
school of their shared international experience. In modeling behavior for family, peers,
and students, Mrs. Reflective demonstrated the IB learner profile attributes of risk-taker,
open-minded, knowledgeable, and communicator. Modeling the IB attributes helps
convey the IB “mission statement in action” (IBO, 2016a). Her colleagues were able to
witness her values and beliefs through her action of engaging in international travel and
cultural exchange and sharing what she learned with the school community. This
example is representative of modeling the process. As a member of the global commons,
she values sustainability and simplicity. Mrs. Reflective regularly shares the fruits of her
labors of raising chickens and bees, freely distributing fresh eggs and honey to her
colleagues. She not only planned for but delivered on exposing students to international
music, culturally diverse texts, and realia during art instruction.
In the next two sections, I address how modeling appeared in both Mrs.
Reflective’ planning and implementation of the Collaborative or Independent Action
Studio—International Mindedness curriculum.
Planning. In an analysis of teacher intentions through the intentional dimension,
Mrs. Reflective is well aware of the importance of modeling, from the onset of the
planning process, in which the importance of modeling was discussed while writing the
unit plan. We agreed: “multiple models would be needed for kids.” This was also
demonstrated through her response to my interview questions of how might students best
learn to become internationally minded: “This is best achieved through adult modeling,
multi-lingual interactions, global engagement, relationships and personal connections”;
and what are the essential elements one should include in a curriculum for international
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mindedness: “The same elements I would model for a student teacher or new teacher:
intentionality, international connections, values and beliefs. Things that are reflected in
my own actions.”
During one of the first classroom visits in the study, depicted in the vignette The
Eyes Are the Mirrors of the Soul, I made the following observation:
Revisiting this piece on display, I recalled when Mrs. Reflective first described
her artwork to the students during our first observation: “And I cut the
construction paper to look like a mirror or reflection of the mask. That’s the
learner profile attribute I used—reflective.” And in that moment, Mrs. Reflective
found her name.
Later, as I reflected in a journal entry, I noted the following:
No one chose reflective. That informed her decision to choose and model
reflective. Along the left margin indicated her reflective planning such as “A.
Choose independent or collaborative, B. Choose materials.” Mrs. Reflective also
sketched an oval face with white lines in a circle for eyes, with the reflective
shadow of the face down below. Notes on her sketch include “Maps on face” and
“Reflection of my face in shadow (reversed).” She detailed the connection to
another country or culture: “Paper mâché and black ink drawing are from China.
The maps are from Jerusalem in the Middle East.
Although no one other than Mrs. Reflective and I had access to her notes and sample
planning guide, she had created an exemplar, or model, of how she intended for students
to perform on the assignment. She also created a product—one infused with personal
attributes and clever representation.
Implementation. Regarding the implementation, or operationalization, of the
curriculum, Mrs. Reflective’s modeling were reflective of her intentionality, as seen
through the lens of the vignette International Mindedness Is Us:
In practice, these attributes are what she would model for students and peers,
alike. For her, it’s all about intentionality in making connections:
I would make deliberate and intentional connections and would focus not just on
the local or national levels but would also make international connections,
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focusing on diverse and multiple points of view and relating to global and cultural
issues. I would also try to connect with relationships with other cultures. The
teacher also needs to be mindful of making these connections and creating
projects—in and out of class—in a way that is inclusive of her student’s cultures.
Once her plans were operationalized, I noted the following:
Mrs. Reflective displays a sample of the assignment on the white board and is
modeling what students should do. She holds up a colorful mask.
“No one chose principled, so I am giving it to the principal. As you know,
I have reflective.”
Mrs. Reflective “chose” reflective because no one else chose reflective. She
explained that she could use it as a model without anyone copying it.
As Noddings (2005a) suggested, Mrs. Reflective was explicit in demonstrating and
explaining her intentionality through modeling “by explaining what we are doing and
why” (p. 22). The presentation of the assignment, or modeling the process; the display of
reflective mask, or modeling the product; and the explanation of her actions and purpose
made this an especially meaningful modeling experience. Each step of the way, Mrs.
Reflective was expert in providing opportunities for students to experiment with both the
art media and language of IB through the planned activities:
Mrs. Reflective displays an example of colorful red, yellow, and brown magazine
clippings she used with her teacher model. A mask. Her learner profile attribute is
“reflective”; thus, the mask sets on a stand, and a red and black abstract
“reflection” of the project lays beneath.
The project is visually appealing, and students begin to buzz with
curiosity.
Mrs. Reflective models for students: “Let’s identify which media was
used. 3-D paper mâché, collage, ink. Where does ink come from?
Later in Chapter Four, I noted another modeling opportunity. Through my description
and interpretation of Risk-taking Mountain Tre-o, students were engaged in the work but
reached a collaborative impasse:
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They perform “rock, paper, scissors” to find agreement on the media.
After three rounds, they still cannot agree. They intend to ask Mrs. Reflective to
see if they can somehow integrate both media.
She explains “My model includes three media, so yes, you can use more
than one media.”
Mrs. Reflective could have replied simply with “yes,” yet her intentionality in her actions
leveraged this opportunity to reference her model.
Mrs. Reflective returned to modeling throughout the teaching and learning cycle.
It was imbedded in her actions, from classroom management strategies to daily
instruction to assessment. I will later discuss assessment in the following analysis of the
thematic reflection. During the interview, Mrs. Reflective indicated her intentions in
promoting international mindedness through “promoting peaceful relationships and
modeling peaceful relationships.” Indeed, in practice her classroom was peaceful, when it
was not abuzz with students working. Mrs. Reflective had clear expectations and
procedures for students. The room arrangement was highly organized. Every item and
supply had its place in the room, and almost all included labels. She used calming music,
not only for explicit cultural connections, but also as a worktime aesthetic and classroom
management tool, often signaling for transitions or needing students’ attention by
adjusting the volume up and down. She regularly integrated other attention getters and
always remembered to smile. Her classes were peaceful and enjoyable. Her interactions
with students were calm. During this study, I at no time observed Mrs. Reflective interact
or respond to students in an aggressive or agitated manner. I now pause here in my
thematic analysis to make an important observation regarding the hidden curriculum.
The hidden curriculum. "What the best and wisest parent wants for his own
child, that must the community want for all its children. Any other ideal for our schools is
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narrow and unlovely; acted upon, it destroys our democracy."—John Dewey (1902)
How Mrs. Reflective operationalized her intentions with intentionality and
modeling has positive and negative implications for the classroom and our students. For
example, Mrs. Reflective’s classroom was highly organized. Everything had a place in
the room. Thus, a positive hidden message she modeled and implicitly taught was that
organization and order are important. Passion is another example of the implicit, or
hidden curriculum. Connelly and Clandinin (1988) observed the following:
Generally speaking, people think of the hidden curriculum as falling in the area
of attitudes and values. Think of this obvious example. We say a teacher who
has a love of the subject brings life to the classroom. The hidden message is that
studying the subject is fun, enjoyable, rewarding, and worthwhile. . . . But the
hidden curriculum may as easily be negative as positive. Think of the two or
three children in a class at whose difficulties in learning a teacher may
continually show exasperation. And think of this repeated by other teachers and
throughout the grades. The hidden message is that these children are not as
worthwhile as others, and they learn to value themselves less, to have a lower
self-image, to defer to others.” (pp. 154-155)
In reflecting on that statement, I am reminded of two students from Concord
Elementary. Both are highly-impacted Latino males who have provided a challenge to
many teachers during my tenure at the school. Over time, a reputation of
combativeness, classroom disruption, and defiance has developed for the boys, both for
uniquely different reasons and behaviors. One of these students has historically had a
positive experience in Mrs. Reflective’s classes, presumably due to her passion for the
content as well as her caring demeanor. The other student is routinely asked to take
space outside of the classroom. When he refuses, Mrs. Reflective contacts the main
office for support. I mention these two students, who were not participants in this study,
to illustrate Connelly and Clandinin’s negative hidden curriculum. When Mrs.
Reflective recommended a class to participate in this study, she recommended the
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“most creative class.” I trust her intent was that the “most creative class” would be fun
and may provide unique opportunities for study, which were not as readily present in
other classes. For example, we both agreed early on that intermediate students would be
better suited to engage with international mindedness that our primary students. Thus,
our shared decision to focus on intermediate students and her decision to suggest the
“most creative class” meant that we ultimately did not recommend twenty-three other
classes and approximately 520 other students. While the intent of the study was only
ever to observe a single class of students, our decision-making process in choosing not
to suggest other classes for participation and observation was concealed. One might
wonder why other intermediate classes were not suggested. As Connelly and Clandinin
(1988) suggest, Mrs. Reflective’s recommendation of participants in this study may
inadvertently send a hidden message that some students “are not as worthwhile as
others” (p. 155). Mrs. Reflective’s values and beliefs would indicate otherwise. While I
never observed Mrs. Reflective openly express that some students have less worth than
others have, the student who routinely takes space and those unfamiliar with her values
may infer otherwise.
Another example of the hidden curriculum stems from my experience as a
school principal at Concord Elementary: framing the positive versus framing the
negative. I regularly notice these phenomena when I observe teachers coaching students
to perform a specific procedure in a particular way. Imagine a class of students
transitioning down a typical elementary school hallway. Most teachers will stop their
class partway to observe and coach students. This typically occurs when reaching an
intersection in the hallway or when arriving at a destination, such as the library or
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restrooms. Teachers who frame the positive will provide specific, positive praise to
those students who are performing the procedure (i.e., hallway transitions) in the
desired way (e.g., eyes forward, hands to their sides, voices low or off). For example, “I
see that Isabella has her hands to her side and is not talking.” Teachers who frame the
negative often provide corrective feedback to those students who are not performing the
procedure in the desired way: “Isabella! Get back in line! Your hands should be at your
side. Why are you still talking?” Perhaps selecting the most creative class empowered
Mrs. Reflective to narrate the positive, instead of worrying about the potential to narrate
the negative with less creative or fun classes.
Considering the selection of the “most creative class” is important regarding the
hidden curriculum, as the hope for international mindedness is to improve dispositions
for all students, not just elite groups, such as the most creative. This also echoes the
words of Dewey (1902), “What the best and wisest parent wants for his own child, that
must the community want for all its children” (p. 3). Connelly and Clandinin (1988) go
on to add that “The only way to be sensitive to the hidden curriculum in our own
teaching is to be reflective and by [understanding tools for reflection and yourself and
for working with others]” (p. 155). The hidden curriculum has implications for further
research that I will further address in that section of this chapter. At this time, I continue
the thematic analysis, proceeding to the theme of reflection.
Reflection. As I presented earlier, reflection at the Primary Years Programme
level is an ongoing process, occurring through student assessment (Castro et al., 2015;
IBO, 2018; Wells, 2016) and teacher pedagogical practices (IBO, 2009). Additionally,
the IBO’s Programme Standards and Practices also encourages the promotion of student
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reflection: “C3.13. Teaching and learning engages students in reflecting on how, what
and why they are learning” and “C4.8 The school provides opportunities for students to
participate in, and reflect on, the assessment of their work” (IBO, 2010, pp. 4-5).
Reflection also plays a central role in many IB practices, including the IB action cycle
(i.e., choose, act, reflect).
Reflection emerged as a theme early on in this study. Not only is reflection one of
the ten learner profile attributes: “We thoughtfully consider the world and our own ideas
and experience. We work to understand our strengths and weaknesses in order to support
our learning and personal development” (IBO, 2016a), but reflection quickly became
synonymous, and pseudonymous, with the teacher participant in this study. Arguably,
this was by chance. However, by the way in which Mrs. Reflective approached her daily
work, independent and inclusive of this study, the emerging thematic was not surprising.
In an earlier, unpublished work, entitled “Meta-Reflectionism: Reflecting on Reflection,”
I address the complex and cleverly ironic task of using reflection to perform an
educational criticism of another doctoral student’s work about reflection. This, I referred
to as a “post-reflective analysis.” I reference this now to demonstrate that as practitioners
of IB, and with reflection at the core of our Primary Years Programme professional
practices and work as educators, this thematic is neither by chance nor surprise. In fact, it
is tightly aligned to the work of IB in becoming internationally minded. In this section, I
return to engage in a similar task of reflecting on the thematic of reflection.
In the vignette Mrs. Reflective’s Regret, Mrs. Reflective provided an early
demonstration of her reflective nature, sharing a personal experience and regret about her
early years at Concord Elementary. This risk resulted in taking action and making
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change, “doing better.” This action began with a decision to participate in this study.
During our planning process, Mrs. Reflective and I discussed how student learning would
be evaluated, and we decided to include a pre- and post-assessment as well as a final
product reflection: an artist statement. Mrs. Reflective would also guide the students
through the summative process by providing a model, or exemplar, of the product and the
artist statement. Mrs. Reflective did precisely as she intended, providing a wellarticulated, reflective artist statement and product model. The summative, reflective task
that Mrs. Reflective modeled for students was a mask, accompanied by a reflective
representation of her face. She was also mindful of having a project that reflects to signal
the focus on reflection. Assessment was also gauged through the use of a rubric, meeting
her art standards. Finally, we developed a culminating activity, which involved student
action and reflection: a gallery walk. This public act provided an opportunity for students
to share their thinking and learning and reflect on the work of others.
Leading up to this culminating activity, Mrs. Reflective once again demonstrated
her reflective genius during the final day of observation:
Mrs. Reflective continues to explicitly model for the class. She reveals a
“reflective tool”: a mirror “microphone.” She walks them through a summative
reflection activity, which she described as creative, cooperative, and risk-taking. It
allows each to make yet another reflection connection to her art work while
modeling how to present for the gallery walks.
Mrs. Reflective’s creative brain found another way to demonstrate to students how to
integrate his or her learner profile attribute into the presentation of the final work. I now
turn to how students perceived, or received, the operationalized curriculum in the
following section, responding to the third research question.
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Research Question Three
Q3

How do students perceive the curricular activities intended to help them
develop international mindedness?

Uhrmacher et al.’s (2017) instructional arc provides a frame for investigating the
intended, operational, and received curricula. The received curriculum answers the
question: “What did students learn or “take away” from the experience? (Uhrmacher et
al., 2017, p. 25). The research question above is framed to explain student perceptions
within the received curriculum. Before I continue, I must address that the students
produced eight inspiring, provoking, and creative works of art. Students had previous
experience participating in both independent in collaborative units of inquiry through a
previous Action Studio design. Mrs. Reflective anticipated that toward the end of the year
this upper, intermediate group of students would be well positioned to participate in
independent or collaborative units. Overall, students appreciated the variety of choices
and appeared to enjoy this culminating activity of artistic expression before departing
Concord Elementary for middle school. In this section, I synthesize student perceptions
and takeaways through continued consideration of the theme of reflection. Additionally, I
will address a relevant connection, the neglected curriculum, which has implications for
further research that I will address in that section of this chapter. I turn now to a further
analysis of reflection as a tool for assessment.
Reflection. According to IB (2013a, August), “Critical reflection is the process
by which curiosity and experience can lead to deeper understanding. Reflective thinkers
must become critically aware of their evidence, methods, and conclusions. Reflection
also involves being conscious of potential bias and inaccuracy in one’s own work and in
the work of others” (p. 5). In this section, I approach reflection through the lens of
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evaluation of learning. Eisner (1991) couched evaluation through the lens of Dewey’s
(1938) description of educative, non-educative, and miseducative experiences. Eisner’s
(1991) rationale was unmistakable:
To describe students’ work, or the processes of classroom life, without being able
to determine if this work or these processes are miseducational, noneducational,
or educational, is to describe a set of conditions without knowing if those
conditions contribute to a state of educational health or illness. If you went to a
physician who knew how to describe, even interpret, your physical state of being
without being able to judge whether you were healthy or ill, you probably would
seek another physician—particularly if you weren’t feeling well. (pp. 99-100)
Mrs. Reflective and I used reflection to assess student perceptions of the Action Studio
activities presented in the international mindedness curriculum study. During the
planning process, we asked questions from the IB “Bubble Planner,” such as “What are
the possible ways of assessing student learning in the context of lines of inquiry? What
evidence what we look for?” Early on we settled on “Engaging students in reflecting on
their own learning.”
To establish a starting point, Mrs. Reflective and I created a pre- and postassessment consisting of two questions: 1) “What does international mindedness mean to
you?,” and 2) “Of the ten learner profile attributes, which are you currently most curious
about understanding better or would like to better exemplify? Explain your thinking.”
Student responses varied widely, although many students responded with “I have no clue
what international mindedness means” or even “IDK (I don’t know).” Additionally, we
included a reflection section on the Action Studio planner, aligned with visual arts
standards: envision and critique to reflect, and relate to connect to transfer. This was
followed by the question, “What did you learn about international mindedness in the
process of making your art?,” along with two sentence stems: “I used to think . . .” and
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“But now I think . . .” In the following paragraphs, I present sub-themes synthesized from
subjective classroom observations, student reflections, and the artist statements that
accompanied the final projects. Sub-themes include the Educational Health: NonEducative and question stems of What: Connecting the Language of IB; How: Making
Connections; and Why: Transferring Connections.
Educational health: Non-educative. In this subsection, I aim to keep a finger on
the pulse of student takeaways through the received curriculum view of the instructional
arc. For some students, there was limited evidence that student thinking had changed
significantly. For those within this sub-theme, students approached this as just another art
assignment. This is not to say that the assignment was necessarily mis-educative, but it
was more a reflection of the absence of shared passion and understanding resulting in
minimal effort. Mostly, student sketches were often crude with similarly minimal
reflective questions from Mrs. Reflective such as “Paint?” or “Is this a 3-D sphere?” and
“Will you be using National Geographic images for the whole work of art?”
On the contrary, many students demonstrated a minimal level of understanding
regarding international mindedness, with pre-assessment responses such as “I don’t know
what it means” or “I do not have a clue” or “I forgot what it means.” The full extent of
initial understanding is unclear, however, because directions for the pre-assessment were
prefaced with “It’s okay to write ‘I don’t know.’” Furthermore, post-assessment
reflections provided limited evidence of significant student reflection and learning.
Student perceptions included, “[International mindedness] means learning about other
countries,” “[International mindedness] means you are more interested,” or
“[International mindedness] means different cultures have different arts.” Almost all were
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able to produce a response that demonstrated a change in thinking, for example, “I used
to think that I didn’t know what [International mindedness] was, but now I think it means
to be a good person.” However, one group had identical responses, and I observed two
members copying their answer from the third member. In another instance, a student
responded with “But now I think inquirer means to be curious and also ask a lot of
questions.” Mrs. Reflective recorded a note below, stating, “This [was the same response
as was] on your pre-assessment.” Thus, either this was non-educative for this last student,
or there is another explanation. After seeing this, I made the following note in my
researcher’s journal:
So has his thinking changed? This leads me to wonder if [students] have
responded to the what, and some have not demonstrated a change in their thinking
or much depth. There is no discussion of how from the perspective of the student,
and certainly not a why does it even matter.
This particular student response may have been recorded in haste, a misreading of the
question, a misreporting of the response, or laziness, among other possibilities. Similarly,
two students neglected to provide artist statements as part of their final project
presentation for the gallery walk. Examples included Cool Face and The Profile What?,
which were not accompanied by artist statements. To piggyback off of Eisner’s (1991)
educational health metaphor, assessing some students’ experiential takeaways were like
diagnosing a patient who either describes their symptoms incorrectly or not at all. In the
following subsections, I will address three sub-themes regarding the what, how, and why
of reflection. In each subsection, I noticed that students had varying levels of reception of
understanding the curriculum. I refer to these as lower-, mid-, and higher-level
takeaways, much as Bloom’s taxonomy or Costa’s house of questions might describe
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varying levels of thinking questions. I now present the what sub-theme, demonstrating
lower-level takeaways.
What: Connecting the language of International Baccalaureate. Almost all
students connected with the language of IB. With intentionality, Mrs. Reflective and I
prompted students to select a single learner profile attribute as the basis of their unit of
study. Students could select a second learner profile attribute to receive a higher rating on
the assessment rubric. Almost all students performed well with connecting to the
language of IB. Many students found synonyms to accurately describe their selected
attribute, such as “It means to be caring and accepting” to describe open-minded. Over
the course of the six-week unit, Mrs. Reflective was intentional about modeling the
language of IB, and students had increased exposure. Some students still had minor
misconceptions, such as a usage error in the following response: “It means how we think
about all of the learner profiles (sic) together.” Another example was found in an artist
statement with limited depth, The Inquirer (Inquirer): “I.B. Learner Profiles (sic) –
Inquirer.” Yet another example comes from the artist statement for Crane Trane
(Balanced): “The reason we chose this was because regularly a swan is balanced (crane).
A crane connects to balanced because it is peaceful and harmless.” The explanation
seems to offer a false connection to the attribute of balanced; however, the student still
engaged in using the language of IB in his own way. A final example comes from the
work Expanding Heart (Caring): “I did a heart because it means caring and because you
have to have knowledge to know how to make a heart.” Here, the explanation is accurate
yet does not offer a deep reflection in her response. In short, not all students can or will
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be passionate about the content. I now turn to the how sub-theme, demonstrating midlevel takeaways.
How: Making connections. In planning for assessment, Mrs. Reflective and I also
responded to the IB unit planner question of “How might we know what we have
learned?” We determined this could occur through “Evidence of international mindedness
and diverse cultures.” During the course of the unit, Mrs. Reflective made multiple
cultural connections through integrating music, by revealing where certain art forms and
materials originate, and by displaying and discussing cultural artifacts and culturally
diverse texts. Many students made these connections, which were evident in postassessment responses. Examples included the following: “International mindedness
means to respect other cultures and religions,” “[International mindedness] means to be
open-minded and respectful to other cultures,” and “I think [International mindedness]
means you share other countries and cultures.” Another example of making connections
was found in the piece A Smart Dude, which responded to the IB learner profile
knowledgeable. During an interaction with Mr. Knowledgeable, he explained that he
connects the IB learner profile of open-minded to knowledgeable because there is
knowledge flowing from the head of the person depicted in his art work. This is a very
literal connection. He also makes the connection that knowledge comes from books, and
his art shows a person reading from a book. Finally, I address the why sub-theme,
demonstrating higher-level takeaways.
Why: Transferring connections. This subtheme includes examples of students
work made a personal connections to their projects. The content was internalized or
personalized. Their projects had a purpose outside of meeting the end of an assignment.
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These students generally worked hard, were passionate about their work, and were either
instrinsically motivated or contracted the passion bug that Mrs. Reflective carried. One
example was evident in the work of Little Miss Communicator, Neon Ocean. She
reflected “My art is the way it is because it speaks to me and I love sunsets. It’s
connected to the other things like the ocean is bright just like my personality, and the
oceans dark for my shyness. Just like this [yin-yang] symbol. I just wanted to do
something that speaks to people.” There is intentionality in her connections between her
artwork and herself, such as in her comparisons between the ocean and her personality
and shyness. There is balance between the brightness and darkness in her ocean
depiction. Additionally, Little Miss Risk-Taker and Mr. Risk-Taker clearly explained
their connection between their work, Risk-taking Mountain Tre-o, and the attribute it
represents: courageous risk-taking. They reflected: “We chose risk-taker. The causation
for this is we thought there was too much trash in the world. Our connection is we all like
the mountains. We were willing to do this and we were the only ones who went to pick
trash up.” Here, we see a demonstration of student-initiated action, an ideal practice
fostered by IB. The students also connected this to an experience they had in which
they were risk-takers for doing something that most people would not do: picking up
trash. While working on their project, I also noted how their risk-taking sense of
ecological mindedness was demonstrated through their conservation of ink and the
integration of a “happy accident” into their project instead of wasting additional
resources. These students were the most explicit in explaining “why should anyone
care,” (Sinek, 2009, p. 5) by further noting the implications for wildlife and each other
if we do not take better care of the environment. I now return to Eisner’s (1994b)
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question of “What does it all add up to?” (p. 233) to discuss implications for U.S. schools
in general.
Research Question Four
Q4

What is the significance of international mindedness for U.S. schools in
general?

This study is a small glimpse of life in an arts-based classroom. The significance
of a curriculum study of international mindedness may seem small when put in the
context of U.S. schools in general. The size is reduced by applying a particular method,
educational criticism, and focusing on IB schools of a particular level, specifically, its
Primary Years Programme. The size is reduced further by the particular region, school
district, school, classroom, content, teacher and students. However, according to
Uhrmacher et al. (2017), a successful educational criticism will “allow the audience
(teacher, community, other researchers and educators) to see education in a new way and
for purposes deemed important” (pp. 59-60). During this study, I identified four themes:
passion, intentionality, modeling, and reflection. These themes provide a unique lens to
help frame, inform, and improve education for international mindedness in local and U.S.
public K-12 schools. During a time in history when being open-minded to the differences
of others is a rarity, developing international mindedness is an important aspiration for
all.
On becoming internationally minded. Throughout the study, I began to
appreciate international mindedness as a state of being (Parker, 2016). When prompted,
Mrs. Reflective stated, “I did not see myself as being an internationally minded educator
prior to learning about IB.” I determined it was possible that she perceived that her
historically and intrinsically held beliefs were philosophically aligned with the IB

210
concept of international mindedness, but she just did not yet have those two precise
words to describe her beliefs and philosophy. Once someone had those words and an
interest in becoming “IB” and thus, more internationally minded—how could
international mindedness be developed? In developing my findings, my research advisor
once asked, “Do passion, intentionality, modeling, and reflection help get us to
international mindedness?” The answer is a resounding, YES!
While passion, intentionality, modeling and reflection are good practices that
benefit education (and life) in general, these are essential practices for fostering
international mindedness. Students and adults at Concord Elementary recognize those
who do not embody the shared values, beliefs, and philosophy of IB. International
mindedness is not something that happens by chance. We actively seek teachers who
share our values and are passionate, action-oriented, and reflective practitioners, even if
they do not yet have those two words: international mindedness. Based on past, present,
and future experiences and the educational situations curriculum planners intentionally
prepare for students (Connelly & Clandinin, 1988) and Parker’s (2016) dichotomy of
“doing IB and being IB,” I envisioned that one’s state of international mindedness
evolves along a continuum, fluidly changing from “doing” and “being” based on the
context of one’s experience and situation. Our becoming is influenced by experiences
that are supported by the values and beliefs of the internationally minded (i.e., the IB
learner profile attributes). This idea provided a frame of development and reflection,
which can be used by both teachers and students to engage in the conversation of
becoming and being internationally minded, which is included in implications for further
research.
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Implications for Further Research
I experienced an “aha” moment during the data analysis phase of the research,
resulting in the consideration of starting with why. As I noted in my researcher journal,
something was missing in the operational curriculum, which had implications for the
students regarding the received curriculum. I reflected: “What we didn’t ask students
were questions such as: ‘Why is being internationally minded important? or How would
you recognize someone who is internationally minded, and why are those attributes
important?’” Now that I have concluded the study, I would recommend asking these
types of why questions of students and others in future studies. Thus, I will now address
the importance of starting with why as an implication for further research.
Starting with Why
In Start with Why, Sinek (2009) described how great leaders inspire others to take
action. He asked, “Why does your organization exist? Why do you get out of bed in the
morning? Why should anyone care?” (Sinek, p. 5). He explained that most organizations
start with the what (for example, what service or product it produces), move to the how
(for example, what type of process or system is used), and then close with the why (a
justification for the existence or superiority of the service or product). Sinek posited that
this progression is backward—organizational leaders should first start with asking or
finding their why. Similarly, students in this study may have a good understanding of the
what, (the language of IB: international mindedness and the learner profile attributes),
and the how, (making connections between new learning and the media), but few seemed
to understand and appreciate the why (transferring connections to self and the world).
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A consideration, starting with why, stemmed from reflecting on the planning and
implementation phases of the curriculum for international mindedness. I was making
annotations on the interview transcript in early summer 2018 after data collection was
completed. I was somewhat disappointed by the lack of depth that some students
demonstrated toward their understanding of international mindedness. Some students
could explain what international mindedness meant to them; others provided evidence of
how they formed those opinions; and some could describe connections or causations
informing the why when crafting their artist statements. However, a certain phrase, which
I intentionally added emphasis to in the vignette International Mindedness Is Us,
originally came from the initial teacher interview. I italicized the phrase in the vignette
because it caught my attention when making annotations:
Mrs. Reflective calmly stated that at the Primary Years Programme level, she
perceived [international mindedness] as the following:
A demonstration of the attributes of the learner profile. It is a broader awareness
and cultural sensitivity of one’s own cultural values, believes, biases, and
understanding. It transcends beyond one’s own beliefs to be inclusive of the
culture of others.
Then Mrs. Reflective cut to the core, going on to add:
It’s also reflective of an interdependence of relationships. It’s not just knowledge,
but more of an understanding. It goes beyond government or socio-economics.
And answers more of the why and not the what [emphasis added]. It’s also
reflective of current issues between cultures in our present state.
Later in her reflective response to the passage, Mrs. Reflective commented: “The second
reflection was about beginning with our why, which I always do. I wonder if what
happened here is the rationale, or why, [which] became your research study itself.” I
respectfully disagree. Asking why informed the study. Why did not become the study,
however. Mrs. Reflective’s comments about beginning with why informed a
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consideration, starting with why, which led to the development of an overarching theme,
becoming. Becoming forms the basic development of the Internationally Minded
Mindsets (see Appendix F), which I present in the following sub-section of Implications
for Further Research.
While most students had demonstrated varying levels of understanding of
international mindedness, I realized I had hoped students would demonstrate varying
levels of ownership for international mindedness. My best hope was for the experience to
influence students’ values and beliefs, moving from them from inquirers of international
mindedness toward becoming and being internationally minded. However, Eisner’s
(1994a) method of educational criticism informs the critic to determine what qualities are
revealed and what qualities are concealed. Collectively, we did ask why. There was
evidence of starting with why in the lesson-planning dialogue that occurred in the mailbox exchange between Mrs. Reflective and myself in the weeks leading up to the actual
observations. And Mrs. Reflective indicated that she always begins with why. For future
studies, asking higher-order questions will be important to consider a deeper ownership
and understanding of student perceptions regarding international mindedness. As Sinek
(2009) stated, “Why should anyone care?” (p. 5). Questions such as “Why should anyone
care about international mindedness,” “Why is being internationally minded important,”
and “Why are the attributes of international mindedness important” need consideration in
future studies. Considering these questions helped inform the creation of a tool for
reflective practice: the Internationally Minded Mindsets.
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Internationally Minded Mindsets
In the figure below, I have depicted a working continuum of becoming
internationally minded:

Figure 1: Internationally Minded Mindsets (Thompson, 2019)
Teacher practices were based upon the thematics of this study: passion,
intentionality, modeling, and reflection. Student practices were drawn from the depth of
student responses and reflections I described and interpreted during data collection and
analysis. These experiences resulted in the sub-themes of reflection: what, how, and why.
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These three sub-themes frame a basis of understanding of international mindedness to
making connections and understanding how to transcending connections and establishing
ownership for international mindedness. This last sub-theme seeks to answer Sinek’s
(2009) question, “Why should anyone care?” (p. 5).
These two sets of practices, teacher practices and student practices, inform levels
of experiences along the continuum. I do not imply a correlation exists between the two
sets of practices, nor should the reader infer such. However, in this study both the basis of
teacher intentionality and student inquiry sought to establish an understanding of the what
of international mindedness through the language of the IB learner profile. This is what
the IBO (2016a) referred to as its “mission statement in action”: ten attributes which
embody international mindedness. These attributes include the following: inquirers,
knowledgeable, thinkers, communicators, principled, open-minded, caring, risk-takers,
balanced, and reflective. The learner profile attributes help define the language of IB,
among other attitudes, transdisciplinary themes, forms, key concepts, and approaches to
learning. The teacher planned for and operationalized the Collaborative or Independent
Action Studio—International Mindedness curriculum by providing experiences through
intentionality. This resulted in many students’ demonstrating a change in understanding
of the what: IB content and vocabulary acquisition. This was most frequently observed
through the students’ “I used to think/now I think” reflection. Next along the two axes is
the how.
To convey the how and help students make connections to their learning, the
teacher used modeling to demonstrate connections between the language of IB (i.e.,
reflective), the art media (paper mâché), a personal connection (e.g., maps representing

216
her Israeli ancestry), and a visual metaphor (a tangible, “true reflection of my actual
face”). Mrs. Reflective used multiple media (art, music, video, metaphor), realia (cultural
artifacts and culturally diverse texts), and visuals (learner profile posters) to promote a
deeper understanding of international mindedness through the operationalization of the
curriculum. Many students were able to make these how connections, as observed
through their artist statements and “I used to think/now I think” reflection. This was a
demonstration of student actions, such as how the students applied the learner profile
attributes in their Action Studio projects: a question mark for inquiry, a heart for caring, a
paper crane for balanced, a reader of books for knowledgeable. The last sub-theme along
the axes is why.
Finally, I observed the teacher exude her passion for her love of art and IB and
demonstrate a process of continuous reflection. Included in teacher practices, these two
themes were revealed through teacher experiences and relationships with students. The
teacher’s passion contributed to student motivations toward the project, and her reflection
informed considerations for improvement throughout the planning and operationalization
of the curriculum. The themes of passion and reflection are related to the teacher’s values
and beliefs. A positive conveyance of values and beliefs helped inform the why for some
students. Included in student practices, the why frames acquired values and beliefs.
Students who acquired or already held similar values and beliefs were able to
demonstrate levels of why during the experience, such as Little Miss Collaboration and
Little Miss Risk-Taker and Mr. Risk-Taker. These students made personal connections
and demonstrated internalization of the learner profile attributes, as seen during
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classroom observations, in their artist statements, and in the “I used to think/now I think”
reflection.
Filling the space between the teacher practices and student practices in Figure 1 is
the continuum of international mindedness. To the left, inquiry provides the basis for
understanding international mindedness. Through diverse experiences and modeling by
other internationally minded mentors, those students (and adults) who aspire to develop
similar values and beliefs will continue toward becoming internationally minded (the
midpoint along the continuum). To the right, an ongoing process of reflection,
introspection, and development of tightly held values and beliefs toward being
internationally minded. The continuum is outward trending in both directions to signify
that the process of inquiry, becoming, and being is fluid and ongoing.
Although this international mindedness tool was not used with participants during
this study, it may have significance for U.S. schools in general. Researchers may also
find value by applying this tool in future studies of international mindedness. Other
stakeholders with connections to private, charter, public, IB, and non-IB schools across
the U.S. may also find relevance in this tool. Those engaged in the values debate, such as
curriculum planners, administrators, teachers, students, and school community members,
may choose to explore this tool as a frame for future work.
Curriculum planners may seek to reveal different types of curricula. This could
include the “hidden” (Jackson, 1968) curriculum, or “The ways in which classroom life
informs social norms and expectations, as well as patterns of behavior that are routinely
practiced but seldom scrutinized as curriculum features” (Uhrmacher et al., 2017, pg. 52);
the “null” curriculum, or “what schools do not teach” (Eisner, 1994b, p. 97); or the
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“complementary” (Moroye, 2009) curriculum, or “The intentional or unintentional
expression of a teacher’s beliefs” (Uhrmacher et al., 2017, pg. 52). Using any of these
three curricular lenses may help curriculum planners reveal internationally-minded values
and beliefs that currently exist in their systems, regardless of the organization’s affiliation
with IB.
Others may apply this tool as a reflective pre- and post-assessment to promote
self-awareness and personal and professional development toward becoming
internationally minded. One suggestion for reflective use would be to engage participants
by individually placing a colored dot sticker to represent their current state of
international mindedness, followed later by placing a different colored dot sticker at the
conclusion of the planned experience. Participants could observe and reflect upon their
personal change in colored-dot placement as well as the noticeable trends observed in a
group change, if more than one participant used the same international mindedness
continuum. After reflection, the participants could engage in a dialogue regarding values
and beliefs and to answer the question “Why should anyone care?” (Sinek, 2009, p. 5).
Closing Comments
In May 2015, I returned home from sunny St. Pete’s Beach, Florida, after
attending my first IB workshop, hosted by the Florida Association of IB World Schools.
Almost immediately, I began the early stages of idea generation, contemplation, and
reflection, which fostered a personal interest in becoming more internationally minded. I
had found those two words: internationally minded. As this study developed, I
experienced a shift in the world political climate abroad and at home in the U.S. Abroad,
the U.K. voted to leave the European Union in a return to nationalism in 2016.
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Concurrently, there was a shift from “hope” and “change” to that of tightening our
national borders, excluding others from entering the U.S., and withdrawing from
international agreements such as the Paris Agreement on climate change and
renegotiating the North American Free Trade Agreement (IBO, 2018, p. 181). I describe
this as a shift from we to me. I am not alone in this observation:
It is more important than ever that we understand ourselves, our own culture and
why we think the way we do, and that we are able to see ourselves in relation to
the culture and thinking of others. Is there anything more important in 2018 and
for the future? The rise in extremism, isolationism and nationalism is partly the
result of a lack of understanding of our own and other cultures, our own and other
histories, our own and other ways of thinking. Understanding culture, history and
ways of thinking is complicated and difficult, and can be very disconcerting—all
the more reason for making it an integral part of education. (IBO, 2018, p. 68)
I spurred this dialogue at the onset of this dissertation with a quotation by Noddings
(2005b):
Schools today do try to teach something about other cultures, and they often try to
promote global awareness. . . . In an era when we almost never hear honest debate
in politics, our children must learn how to evaluate their national history and how
to use what they learn about history to reflect on current affairs. . . . I reject the
notion that formal study of history will make better citizens or policy makers who
will not repeat the mistakes of the past. What children need to learn is how to
sympathize and empathize with other people and to understand their own
inclinations toward cruelty and violence. (pp. 54-55)
Unfortunately, I fear this shift in our world may have a detrimental impact in the mission
of IB and future generations of children in the global village. Thus,
Good international education is more important than ever. As politicians retreat
into their nationalisms, the cohesion, peace, and sustainability of our world will
depend on people whose education has given them the experience and the
knowledge to stand up for internationalism and speak truth to power. (IBO, 2018,
p. 184)
While we may lack the influence to impact national policy regarding our international
relationships with our neighbors, others such as community members, teachers, and
students can take action at home, pursuing an endless curiosity for the world around us.
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The purpose of this study was to explore how to improve education for
international mindedness. This work may be more difficult now than ever before. Earlier,
I defined international mindedness development as fostering personal awareness of selfexpression, world view, and the interconnectedness of human interactions with openmindedness, empathy and curiosity. Through the method of educational criticism (Eisner,
1994b), I revealed internationally-minded teacher qualities through a curriculum study at
an IB Primary Years Programme school. Together, we are certain to make the world a
better place for all of us. We can do this by infusing more passion for those causes we
hold most dear in our hearts, intentionality in our actions involving others, modeling in
our behaviors, values, and beliefs for others to see in our practices and in what we
produce, and reflection on our practices and development toward becoming more
internationally minded.
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APPENDIX B
TEACHER INTERVIEW QUESTIONS
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1. What are three words you would use to describe yourself?
2. Please describe your educational background.
3. How long have you been in your current position?
a. What is your favorite part of your work?
b. If you could, what is one thing you would change about your work?
4. What was your experience with IB prior to coming to this school?
5. Describe your understanding of what it means to be internationally minded.
a. How might I know if someone were internationally minded?
b. If you were asked to mentor a new teacher who needed support in
becoming more internationally minded educator, what would you do?
c. What helped you become an internationally minded educator?
6. What elements (attributes) of being internationally minded do you feel describe
you?
a. What activities are you involved in outside of school that you feel
demonstrates your beliefs about what it means to be internationally
minded?
7. How does the IB mission statement inform your approach to curriculum
development?
a. How does international mindedness affect your curriculum?
b. How might teaching for international mindedness affect other curricula
used at the school?
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c. What are the essential elements (attributes) one should include in a
curriculum for international mindedness?
8. What evidence of these essential elements (attributes) might I look for in
observing for students becoming internationally minded?
a. How might students best learn to become internationally minded?
9. Describe your classroom environment?
a. How might teaching for international mindedness affect your classroom
environment?
10. How might teaching for international mindedness affect the culture of the school?
11. Is there anything you would like to add that you think is important for me to
know?

Follow Up Questions
1. Tell me more about…
2. Can you provide an example of...
3. Would you elaborate about…
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APPENDIX C
COLLABORATIVE OR INDEPENDENT ACTION
STUDIO—INTERNATIONAL MINDEDNESS
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APPENDIX D
INTERNATIONAL MINDEDNESS ART PROJECTS
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APPENDIX D.1

Title of Artwork: Risk-taking Mountain Tre-o
IB Learner Profile Attribute: Risk-taker
Artist Statement:
We chose risk-taker. The causation for this is we thought there was too much trash in the
world. Our connection is we all like the mountains. We were willing to do this and we
were the only ones who went to pick trash up.
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APPENDIX D.2

Title of Artwork: The Profile What?
IB Learner Profile Attribute: Inquirer
Artist Statement: (none provided)
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APPENDIX D.3

Title of Artwork: Neon Ocean
IB Learner Profile Attribute: Communicator
Artist Statement:
My art is the way it is because it speaks to me and I love sunsets. It’s connected to the
other things like the ocean is bright just like my personality, and the oceans dark for my
shyness. Just like this symbol

. I just wanted to do something that speaks to people.
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APPENDIX D.4

Title of Artwork: Crane Trane
IB Learner Profile Attribute: Balanced
Artist Statement:
The reason we chose this was because regularly a swan is balanced (crane). A crane
connects to balanced because it is peaceful and harmless.
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APPENDIX D.5

Title of Artwork: The Inquirer
IB Learner Profile Attribute: Inquirer
Artists Statement:
I.B. Learner Profiles (sic) – Inquirer
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APPENDIX D.6

Title of Artwork: Reflection
IB Learner Profile Attribute: Reflective
Artist Statement:
Reflective
The maps used to create my face’s form are from Israel because my ancestry is from that
region.
We thoughtfully consider the world
Holding the face’s form is a beater attachment that transforms singular ingredients, or
items, into new creation. It symbolizes my occupation.
And our own ideas and experience.
There is a circle on one eye to symbolize a pupil that lets in light but the other eye is
covered, marking limitations.
We work to understand our strengths and weaknesses in
order to support our learning and personal development.
Beneath is the true reflection of my actual face.
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APPENDIX D.7

Title of Artwork: A Smart Dude
IB Learner Profile Attribute: Open-minded
Artist Statement:
Causation
The flow of candy in knowledge flowing out from space, and it’s from space because
most knowledge comes from nowhere, and he’s reading a book because some knowledge
come from books.
Connection
This connects to open-minded because he’s reserving and sharing knowledge.
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APPENDIX D.8

Title of Artwork: Cool Face
IB Learner Profile Attribute: Thinker
Artist Statement: (none provided)
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APPENDIX D.9

Title of Artwork: Expanding Heart
IB Learner Profile Attribute: Caring
Artist Statement:
I did a heart because it means caring and because you have to have knowledge to know
how to make a heart.
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APPENDIX E
INTERNATIONAL BACCALAUREATE
LEARNER PROFILE
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APPENDIX F
INTERNATIONALLY MINDED MINDSETS
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Internationally Minded Mindsets
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APPENDIX G
DEFINITION OF TERMS
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Collaborative or Independent Action Studio—International Mindedness: Simply referred
to in this study as the Action Studio, this curriculum for international mindedness
was developed as the intended curriculum for the purpose of this study. It is a sixweek, arts-based curriculum based in attributes of the IB learner profile. It is
intended to provide a framework for developing international mindedness in
intermediate-aged students (ages 9-12) but could be adapted for other ages.
Included with the Action Studio is a pre- and post-assessment and standardsaligned scoring rubric (see Appendix C).
Educational Connoisseurship and Criticism: A form of qualitative research through
artistic inquiry and evaluation developed by Elliot Eisner (1994b). His method
established the connoisseur, an astute observer who seeks to identify subtle
qualities in educational environments and then presents these qualities through a
perceptive and illuminating description of an educational setting. Eisner (1994b)
made a distinction between educational connoisseurship and educational criticism
as follows: “connoisseurship is the art of appreciation; criticism is the art of
disclosure” (p. 215).
Instructional Arc: A framework utilized by Uhrmacher et al. (2017), which focuses on
three aspects of curriculum: the intentional, the operational, and the received; the
arc is used to answer the following questions: what do teachers desire/plan to
happen? What actually happens? What did the students learn/experience? (p. 24).
International Baccalaureate (IB): Founded in Geneva, Switzerland, in 1968 as a nonprofit educational organization (Resnik, 2012). The mission of IB is to develop
inquiring, knowledgeable, and caring young people who help to create a better
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and more peaceful world through intercultural understanding and respect. These
programmes encourage students across the world to become active,
compassionate, and lifelong learners who understand that other people, with their
differences, can also be right. (IBO, 2016b)
International Baccalaureate Organization (IBO): The non-profit parent company and
publication organization of IB. As of 2018, there are over 5,500 IBO schools, in
over 150 countries, serving students ages 3-19. The IBO is comprised of four
programmes (Primary Years Programme, Middle Years Programme, Diploma
Programme, and Career Related Programme) that focus on teaching students to
think critically and independently, and how to inquire with care and logic.
(Retrieved from https://www.ibo.org/about-the-ib/)
International Mindedness: The IBO describes international mindedness as "an openness
to and curiosity about the world and people of other cultures, and a striving
towards a profound level of understanding of the complexity and diversity of
human interactions" (Hill, 2013, p. 9).
Learner Profile: The IB learner profile describes a broad range of human capacities and
responsibilities that go beyond academic success. They imply a commitment to
help all members of the school community learn to respect themselves, others and
the world around them. The profile aims to develop learners who are inquirers,
knowledgeable, thinkers, communicators, principled, open-minded, caring, risktakers, balanced, and reflective. (Retrieved from
https://www.ibo.org/benefits/learner-profile/)
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Primary Years Programme: Established in 1997, the IB Primary Years Programme
prepares students, ages 3-12, to become active, caring, lifelong learners who
demonstrate respect for themselves and others and have the capacity to participate
in the world around them. It focuses on the development of the whole child.
(Retrieved from https://www.ibo.org/programmes/)
School Ecology: Eisner (1988) identified five dimensions that inform the school ecology:
the intentional, the structural, the curricular, the pedagogical, and the evaluative.
The relationships between these elements of the school and its surroundings as
described follows: “Schools are like ecological systems. Given a critical mass,
what one does in one place influences what happens in another. When the mass is
not critical, the changes made in one place are returned to the earlier position by
the others, almost as a cybernetic mechanism keeps a rocket on a steady course. If
significant changes in our schools are to occur, our educational system needs to be
viewed as an ecosystem of mutual dependence” (Eisner, 1988, p. 29).

